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Agrip
Viofangsefni pessarar doktorsrannsokar er menntaforyst & sveitarstjornarstigi a
islandi. | fyrstalagi midar rannsékninad pvi ad varpa ljosi & hvernig menntaforysta
métast af stefnu og stjornsyslu rikis, sveitarfélaga, skéla og alpjodlegu samhengi. | 6dru
lagi ad pvi ad skilja hvad einkennir menntaforystu & sveisfiornasstigi; hvernig
adsteedur i svétarfélaginu hafa ahrif og hvernig hdn samraemist lagalegum skyldum
peirra. | pridja lagi hvernig forysta sveitarfélaga hefur ahrif &vernig skolar takast a vié
margvislegar askoranir sem peir standa frammi fyrir og eflast sefaglegar stofnanir.
Sérstaklga er rynt i forystu sveitarfélaga at fra pvi hvernig pau standa ad rekstri
skélapjénustu.

Hugmyndafraedi rannsdknarinnar byggir a félagslegri hugsmidahyggjuLitid var a
menntaforystu a sveitarstjoarstigi sem tilvik. Blondudum adferdum var beitt vid 6flm
gagna og urvinnslu en meginpunginn var eigindlegur.Go6gn voru medal annars
l6ggjof, stefnuskjol, vefsidur sveitarfélaga um skélapjonustu, spurningakdnnun og
viotol. Tilviksrannsékninni  var skipt i fijorar rannsoknareiningar Mismunandi
rannséknaradferdumvar beitt i hverri einingu: skjalagreiningu, innihaldsgreiningu,
spurningakénnun og tilviksranns6kn med pverskurdi. Afraksturinn liggur fyrir i
bokarkafla, tveimur timaritsgreinum og drogum a&imaritgrein.

Med birtingunum fjérum er leitast vid ad svara mginspurningu rannsoknarinnar:
Hvernig motast menntaforysta sveitarfélaga a islandi af starfshattum, stefnu og
stjérnsyslu rikis, sveitarfélaga og skoéla; hvad einkennir pessa forystu; og hvernig hefur
forystan ahrif & skélastarf? Fyrsta greinin (bokarkafi) fjallar um stjérnunarhaetti og
stjornsyslu rikis, par med talid skipulag menntaméla & islandi; helstu &hrifavalda, svo
sem Menntamalastofnun; og helstu askoranir sem menntakerfid stendur frammi fyrir.
Onnur greinin fjallar um pad hvernig menntaforysta \veitarfélaga birtist i légum,
reglugerdum og namskra. [ pridju greininni er sjonum beint ad menntaforystu i
skélapjénustu sveitarfélaga Ut fra sjonarhorni forsvarsadila skélapjonustunnar og-legk
grunnskolastjéra og ad hvada leyti peettir & bord vid larfdedilega legu, skipulag
skolapjonustunnar og mannaudur hafa ahrif & forystuna. I fjérdu greininni er kannad
hvad og hver métar menntaforystu i sjo sveitarfélégum, hvad einkennir forystuna og
hvernig han hefur ahrif & skola sem faglegar stofnanir.

Rannsékim er freedilegt og hagnytt innlegg i aframhaldandi umraedu um skélamal &
islandi og hvernig sveitarstjornastigid g og rikid g leggja sitt af mérkum hvad vardar
samfellu i stefnumétun, stjérnsyslu og menntaforystu. Helstu nidurstédur syna ad
alpjédleg ahrif hafa sett mark sitt a forystu rikis og sveitarfélaga. Pélitiskur éstdédugleiki,
skortur a samreemi i stjornsyslu og skortur & studningi og forystuhaefni rikis hafa haft



ahrif & moétun menntaforystu &sveitarstjornarstigi & Islandi.Sveitarféldgum virdist
almennt ekki hafa tekist ad préa menntaforystu sina & skilvirkan hatt og hin stjérnast
fremur af pvi folki sem reedst til starfa en af stefnumérkun um menntamal. Sérstaklega
parf ad huga ad pvi ad efla mannauda sveitarstjérnastigi, pvi meira sem sveitarfélogi

eru fjaer héfudborgarsvaedinu. Svo virdist sem takmorkud forystuhaefni baedi & landsvisu
0g & sveitarstjornarstigi grafi undan getu skola til ad préast sem faglegar stofnanir og
veita sem besta menntun. Nidurstédur benda til pess ad baedi riki og sveitarfélpurfi

ad axla meiri abyrgd a stjérnsyslu menntamala og menntaforystu og vinna betur saman i
peim efnum.

Lykilora:

Menntaforysta, forysta, stjérnsysla, stefna, sveitarstjérnarstig



Abstract

This doctoral study focuses on educational leadership at the municipal level in Iceland.

Firstly, it aimsto understand how leadership practices are shaped by policies and
govemance at the national, municipal and school levels, within a global and
transnational context. Secondly, it aims to understand the characteristics of these
leadership practices:how they are shaped by the diversity of municipal contexts and

how those practl 6 y K cé1 Grgdiy Od| ¢ GFrgdadj eGdl| dy |
compulsory education. Thirdly, it seeks to explore how municipal leadership influences

school practices in relation to the various challenges faced by schools. The focus is

mainly on understandig municipal leadership through the practices of the school

support services as an important platform.

The study takes a social constructionist epistemological approadihe methodological
approach is that of an embedded singlease study, with the case &ng municipal
educational leadership in Iceland. The study applies mixed methods but with the main
body of data collected using qualitative research methods. The data included
legislation, policy documents, municipal homepages, national survey and inteswis.
The study is broken into four units of analysis, each with sghestions that feed into the
main question in different ways. The different methods were applied almost
consecutively, following the course of the unitsdocument analysis, content analysj
national survey and a crossase study.

The units correspond to each of the foupapers that were generated from this study
and present the findings. They were presented in a book chapter and three research
journal articles, which of one is still in daft form, each feeding into the main question:
How is educational leadership at the municipal level shaped by practices, policies and
governance at the national, municipal and school levelswhat characterises this
leadership; and howdoes it influence sctool practices? Paper | focuses primarily on
the national leveland includes: the organisation of educational governance in Iceland;
the influences of the main actors such as the Directorate of Education; atite main
challenges that the educational systeourrently faces.Paper lIfocuses on the roles and
responsibilities that national education legislation imposes on municipalitiesterms of
educational leadership Paper llldeals with the practises of educational leadershim
the municipal school support services, as a key agent of educational leadership. This is
explored from the perspective of municipal school support service leaders and
preschool and compulsory school principals; it is related to how contextual and
structural differencesand human resources influence those practice®aper 1V deals
with the main characteristics of leadership practices of school support services in seven



municipalities in Iceland, who shapes them and the ways in which they influence
schools as professionainstitutions.

The study makes a theoretical and practical contribution to the continuing debate about
schooling in Iceland specifically, it contributes to the thinking aroundhow the
municipal levelg and national levelg might contribute in terms ofpolicy, governance
and leadership mherence. The main findingsindicate that global influences have put
their mark on leadership practices at national and municipal level. Political instability,
lack of scaffolding, coherence in governance and leadership cagity at the national
level, have affected the way municipal educational leadership has been established.
The municipaities appear not to have developed leadership practicessufficiently for
educational purposes.Their practices seem to overly depend ornhe people who are
employed rather than guided by policy and strategic planning Particular attention must
be paid to strengthening human resources at theaunicipal leve| especiallyin the more
remote municipalities. It seems that limited educational leadership capacity and
coherence at both national and municipal levell gy 1 Gdgy K K3&EHHAGKG
develop as professional institutions and provide inclusive educatioithe study makes
the point that both national and municipal levels need to take more respsibility
regarding their educationalpolicy, governance and leadership practices.

Keywords:

Educational leadership, leadership practices, governance, policy, municipal level
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1 Introduct ion

This thesis discusses an embedded singbase study that focuses on educational
leadership atthe municipal level in Iceland.Three kEvels of governance all contributing

to municipal leadership are discussedvithin the global and international perspective
The topic was chosen because of my personal interest in the subject, a lack of research
knowledge in this area in Iceland and because of the potential benefits of the study for
wider debates abouteducatioral municipal leadership and its interaction with policy
and governance especially inNordic and rural contexts.

Although officially | started this doctoral study in 2016, the journey towards this study

began over 25 years ago, when | became a schoolteagh dg Eo6yGeguGK o
yol el dHg Kyol #i A K GR |1 HEYKKdHRgEeGdKG éKkK
programme in school management and leadership and shortly after that, took on a job

éK e ji1dgodjeG dg & Koc HH@étedingeadershyp atGeK| y 1 G

school level: how the principal provides leadership that encourages the development of
the leadership capacity of a school and the different groups within it, such as teachers,
other staff, students, and parentsand how this is connected to school improvement
(Sigurdardéttir, 2011; Sigurdardoéttir & Sigpdrsson, 2012, 2016).

=HGGHROdgC | ¢y GéKlyiI GK KlIFaRa E Oygl dgl m ¢
leadership changed and deepened. Through reading the literaturdof exanple, Fullan,

2016; Harris & Lambert, 2003; Louis et al., 2010) and conducting my own research
(Sigpodrsson et al., 2017; Sigurdardottir, 2018; Sigurdardottir et al., 2017) it became

clear to me that although leadership skills at the school level were impamt, leadership

at the local authority level had to be considered. | began to understand that | had only

been looking at a small piece of the puzzle and that the leadership provided by the

principal and other individuals and groups within the schoolwas pst a link in the

leadership chain of the educational system.

When | first started teaching in 1998, the governance of compulsory schooling in
Iceland had just been transferred from state to municipal control. This was in line with
changes in the other Nadic countries (Moos et al.,, 2016b) where global and
transnational influences of neoliberal ideas had brought in New Public Management
(NPM) strategies. The latter interfered with the more democratic and social way of
thinking and practicing education, traitional for the Nordic countries (Jonasson et al.,
2021; Magnusdattir, 2013; Sigurdardéttir et al., 2014; Skalason, 2008).

Nonetheless, these were exciting years, opening up new possibilities in education. The
transfer was accompanied by other extended duies, i.e., regarding setting local
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educational policies and monitoring education (Sigpérsson & Eggertsdéttir, 2008). The
most significant of thesewas the transfer of school support services that became
entirely the responsibility of the municipality (Hasen & J6hannsson, 2010; Sigp6rsson,

2013). This meant that the municipalities had to both run the schools and provide
support to the schools so they, and the municipalities, could fulfil their obligations
regarding inclusive education.

Decentralisation with its associated educational duties called for increased
administrative and professional infrastructure at the municipal level, including that of
governance and leadership (Hansen & Johannsson, 2010). It brought more
responsibilities to the municipal coucils, school governing boards and principals than
before and changed the nature of their work (Asmundsson et al., 2008; Hansen &
L&rusdattir, 2013, 2018; Hansen et al., 2004a, 2004b, 2008, 2010). To be able to
fulfil their obligations, some but not all muicipalities sought to establish school offices,
either on their own or in cooperation with other municipalities. Many of those offices
hired professionals to provide the services and were run by superintendents (Hansen &
Jéhannsson, 2010; Sigpérsson, 2013

Despite the significant role municipalities were meant to play in the restructuring that
followed the transfer, | observed in the shaping of my study that there was limited
research focusing on the educational role and practices of the municipal lev&dee,
however, Asmundsson et al., 2008; Hreinsdottir, 2013; Sigporsson, 2013; Saeberg,
2009). The research that existed indicated that the municipalities were struggling with
their leadership role (Asmundsson et al., 2008; Sigp6rsson, 2013). This lack of
knowledge about the scope and nature of leadership at the municipal level in Iceland
directed the focus of my doctoral study.

As the design of the study developed, | noticed that municipal educational leadership
was a growing research field worldwide (Louiset al., 2010), not least in the other
Nordic countries (Moos et al., 2016a). My initial readings drew attention to the effects
of global and transnational policies on national and local educational policies, practices
and governance (Ball, 2017; Dyrfjor6& Magnusdéttir, 2016; Fullan & Quinn, 2016;
Gunter et al., 2016a; Moos, 2013b; Moos et al., 2016a, 2016b; Sigurdardéttir et al.,
2014). Therefore, my research emphasis broadened from being on the relationship
between municipal leadership and schools to atsencompass the relationship with the
state and global policy influences and governance.

In 2018, a research group was started at my workplace, the University of Akureyri,

focusing on the practices of municipal school offices and school support serviceas

|l ¢y Cir#HIjGK 1yKyeéird¢ adiydl drg KRgyi1 CdKya Od
of the group and was able to include part of the data gathered in my doctoral study. In

fact, since | started to plan this doctoral study in 2016, interest in the rolef o
municipalities in education has increased in Iceland. In 202125 years had passed

since municipalities took over the operation of compulsory schooling and the school



Introduction

support services. This encouraged academics as well as state and municipal authorities,
to look back and evaluate how education has fared under the jurisdiction of the
municipalities (see Olafsson & Hansen, 2022; Sigurdardottir, Hansen et al., 2022;
Sigporsson et al., 2022; Svanbjérnsdottir et al., 2021). My study has thus become even
more relevant than when it was originally conceived. Given the fagsthanging situation

in regards to educational governanceChapter 2 discusses recent and current (whe
writing up this thesis) policy changes.

1.1 The aim of the study

The aim of this study is to shed light on educational leadership at the municipal level in
Iceland. More precisely, it aims at understanding how leadership practices are shaped
by policies and governance at the national, municipal, and school levels, within a
global and transnational context. It further aims to understand how leadership practices
are shaped by the diversity of municipal contexts, anthe extent to whichthose
practices harmoniy  Od | & GFrgdodj eGdl dykKG GycCeé
education. Moreover, it seeks to explore how municipal leadership influenseschool
practices in relation to various challenges faced by schools. The focus is mainly on
understanding municipal ledership through the practices of the school support
services as an important platform.

Governance, policy and leadership are key concepts in this study and provide a lens
for identifying, describing, analysing and understanding the research topic with varying
levels of depth. It is argued that there is no simple truth of how different player
understand and sense the leadership practices at the municipal level, nor a single way
of engaging in such practices (see Chapter5). The study therefore recognses the
importance of exploring the complexity of governing educational systems and
understanding and establishing coherence between national, local, and school
governance and leadership. At the same time, a critical stance is takierregards tothe
power held by different actors and their influence on governance, leadership and
school practices.

Figure 1 illustrates how this relationship between polg governance and leadership is
conceptualised in this thesisand how this connection and interaction is understood.
Educational policy at national, local, and school levels interacts through governance
practices and educational leadership. Global and tramational policy overarches and
influences all practices at all levels. The focus of my study is the local level, as the dark
frame suggests, hereafter most often referred to as the municipal level. The stance is
taken that to understand, explore and desite municipal educational leadership in
Iceland, a wide research angle must be used that allows for unexpected information
and different truths to emerge.
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<+——  Educational policy, governance and leadership at a global- and transnational level ————

Educational policy Educational policy Educational policy
at a national level C:; at a local level : at a school level

[

Governance

Educational leadership

Figure 1. The interaction of policy, governance and leadership irducation

Accordingly, the overall research question isHow is educational leadership at the
municipal level shaped by practices, policies and governance at the national, municipal
and school levels; what characterises this leadership; and haees this €adership
influence school practices?

The study is brokendown into four research themes that are described as units of
analysis. The units also correspond to each of the four publications generated in this
study. The units are as follows:

f

Unit 1 focuses pimarily on the national level, including the organisation of
educational governance in Iceland; the influences of the main actors such as
the Directorate of Education; and main challenges that the educational system
currently faces.

Unit 2 also primarily focuses on the national level and addresses the roles and
responsibilities that national education legislation imposes on municipalities.

Unit 3 corresponds to the municipal level. It deals with the practises of
educational leadership of the local schoosupport services, as a key agent of
educational leadership. This is explored from the view of municipaducational
school support service leaders (hereafter MH&aders) and preschool and
compulsory school principals and is related to how contextual arstructural
differences and human resources influence those practices.

Unit 4 attends both to municipal and school levels. It deals with the main
characteristics of leadership practices of school support services in seven
municipalities in Iceland, who shaes them and the way in which they influence
schools as professional institutions.
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The overall results of the study are expected to provide valuablasights and
understanding regarding the characteristics of leadership practices at the municipal
level; how leadership practices interact with governance and policy; and how they can
influence school practice. Knowledgeabout this makes itmore possible for actors at
national and municipal level in Iceland to take informed and systematic actions to
strengthen municipal educational leadership in a way that supports the professional
development of both principals and teachers and improves education for students.
Furthermore, the study generates knowledge that can be used to guide educational
governance and policy towards procedures that better support coherence and
professionalism in educational governance, legislation and practicélso, this study
provides a steppingstone to further research on educational municipal leadership in
Iceland and its complex intera@n with policy and governance.

The study is based on the viewpoint that although knowledge of municipal leadership is
growing in many parts of the world, there is still a lot to learn within the Icelandic
context that can contribute both to the nationahd international knowledge base. Given
the small population of most Icelandic municipalities compared to other countries,
countries that face the challenges of providing school leadership in sparsely populated
rural areas can make use of the findings andomclusions from this study when
developing educational leadership at the local level.

1.2 Overview of the study

Thethesisis divided into eight chapters followed by References Original Publications
and Appendices. In Chapter 1, the introduction, the topic and research problem are
outlined and placed within a transnational and national theoretical context, and the
scope of the study is described. In ChapteR, an insight into the Icelandic context
relevant to this study is given. In Chaptes, key concepts of the study are defined and
addressed, providing the theoretical background and literature reviewin an
interwoven dialogue. The chapter is divided in two sectionghe first concentrags on
governance and policy perspectives andhe second on leadership. In Chapter4, the
aim and scope of the study is taken up again, followedly the research questions. In
Chapter5, the methodology of the study is outlined. In Chapte6, an overview of the
findings from the four publications of the study are provided (presented in more detail
in Papers Ig IV). In Chapter 7, the findings of the whole study are summarized and
discussed. Chapter8 provides a summary andconclusion of the study as a whole and
proposes future directions.






2 The Icelandic context: governance structure,
policies and challenges

This chapter addresses the contextual background to the governance structure of the
Icelandic compulsory school educational system, the policies it builds on and the
challenges the system faces. This relates to the development of the system over the last
decades and to the overall structure of the system, national governance and policies
and the structures at the school levelThe main focus lowever, since the municipal
level is at the heart of this study, is directed to that level, including the school qugrt
services that are an important part of municipal educational responsibility.

2.1 Historical and contextual overview

The Icelandic population is small compared to most other nations and is now around
376,000 (Statistics Iceland, 2022). The population is mialy spread along the coastline,
although distribution is uneven, with the Capital Region in the souttest of Iceland by
far the most densely populated. Today there are only two levels of governance in
Iceland: the national and municipal (L6g um adskilnadémsvalds og umbodsvalds i
héradi nr. 92/1989; Sveitarstjornarlég nr. 8/1986).

Compulsory education, sometimes referred to dsasic schoolor elementary schooand
lover secondary(i. grunnskali), comprises children aged from 6 to 16 in grades 1 to 10.
Its purpose is to provide general education and preparation for further education at the
upper secondary school level (Compulsory School Atto. 91/2008).

Until 1996, the state was both professionally and financially responsible for compulsory
schooling and the applicable school support services. In the 1990s, Nordic and global
emphases ondecentralisationand empowerment of the municipal and school level
contributed to similar changes in educational governance in Iceland.hese included
increased centrdization of defined goals for schooling and monitoring of its
effectiveness These actions werein line with New Public Management (NPM)
approaches globally (Hansen, 2013; Ministry of Education, 1994; Sigurdarddttir et al.,
2014). In a report delivered bya committee established by the Minister of Education on
formulating educational policy at this time, it was suggested that:

In line with developments in neighbouring countries, the Education Policy
Committee believes that the aim should be to increase thistribution of
power in the school system, both at the primary and secondary school
level. This means that decisiomaking will be brought as close to the
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ground as possible, and the responsibility of municipalities and schools
will be increased. At the same time, emphasis is placed on centralized
goal setting and a harmonized assessment of students' academic
achievement at certain stages of their learning process, so that the
educational authorities, school children and the general public are
constantlyinformed of whether the implementation of schoolwork is in
accordance with current school policy. Finally, emphasis is placed on
regular evaluation in schoolwork, in particular sefvaluation of institutions
and quality management, and increased dissemitian of information to
the public about the success of schoolwork (Ministry of Education, 1994,
p. 9, Sigridur Margrét Sigurdardattir translated).

As a result, in 1996, compulsory schooling was transferred from state to municipal
control, allocating financial and most professional responsibilities to the municipalities
(L6g um grunnskola nr. 66/1995).

As suggested by theaforementionedcommittee in 1994 (Ministry of Education, 1994),
the transfer of compulsory schooling was followed by more emphasis on rtealized
control through the national curriculum and quality assurance. Additional national
examnations in grades four and seven, and increased number of subjects being tested
in grade 10, internal school evaluations and external evaluations were introgd
(Hansen, 2013; Hansen et al., 2004a, 2004b; Sigphdrsson, 2008).

Since the transfer of compulsory schooling to municipal control in 1996the global
emphasis on neoliberalism and NPM hasgradually become more prevalentin
education policy in Iceland (Dyfjord & MagnuUsdéttir, 2016; Sigurdardottir et al.,
22t KA sily | H Xfw dayékKa ¢geldrgeG GyCdKGe| dt
evaluations while the state and municipal authorities have responsibility for monitoring
education (Olafsdéttir, 20L6). Detailed goal settings were introduced in the national
curriculum published in 1999 (Ministry of Education, 1999)the number of national
tests increased and the results published publicly, with increased comparisomade
between schools and municipdties (Sigpérsson, 2008). Private schooling appeared in
the CompulsorySchool Act in 1995 (L6g um grunnskoéla nr. 66/1995) Over the last
decadesPISA, TALIS and other global OECD instrumerttgwve increasinglyinfluenced
educational policy imperatives at the nationabnd municipal level (Dyrfjoro &
Magnusdéttir, 2016; Magnusdéttir, 2013).

The NPM ideology can be seen in discourses in more recent policy documents and in
the legislative emphasis on private schooling (Dyrfjd & Magnusdottir, 2016). One
clear sign of its influence on educational discourse in Iceland is in the only white paper
on education (Ministry of Education, Science and Culture, 2014b). Published in 2014,
the document is dominated by references to intern@nal comparisons, standardized
tests, and a markediriven education culture built on comparative information from
PISA and TALIS findings provided by OECD (Sigporsson, 2017; 2020). It is argued
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that decentralisation, with its NPM emphases, have resulteth increased social and
educational inequality (Sigurdardéttir et al., 2014).

At the time of the transferhowever, decentralisationwas not based on much guidance
or support from the state level to the municipal or school levels. The stance was taken
that the municipalities and schools should develop their own capacity to deal with the
new responsibilities (Hansen et al., 2004a; Olafsson & Hansen, 2022). These included
providing school support services (Hansen & Jéhannsson, 2010); developing internal
school evaluations (Olafsdottir, 2016); local and school policy (Hansen et al., 2004a,
2004b; Hreinsdottir, 2013); and the enactment of new national currical and
educatioral policies, such as inclusive education (European Agency for Special Needs
and Inclusive Education, 2017).

Decentralisationdid not only apply to compulsory schooling but also to school support
services that were also transferred to the municipalities in 1996. Previously, during
19759 1996, the state ran school offices in each of its eightegions. They were to
ensure that the schools were kept running financially and professionally amgre to
provide the schools with support services, to children, parents, teachers and principals
(Hansen & Jéhannsson, 2010). Those offices were managed bypstintendents who
had their legislative status within the compulsory school legislation. As part of the
transfer in 1996, the state closed the staten region school offices and conferred this
responsibility on each municipality. The municipalities coultiow decide themselves,
within the legislative framework, how the services weréo be organized and the
KFjyrdglygoaygl GK 1 #Gy OéK 1 yGHnpya ¢1 AHG GyCd

At the time of the transfer, various concerns were raised about the gemkoperation of
schools and the closing ofthe staterun regional school offices, mainly related to the
financial and professional capacities of the municipalities to take on this responsibility.
There were concerns that the state would not guarantee emgbufinancial resources to
the municipalities. Furthermore, it was feared that the smallest municipalities would not
have the capacity to fulfil their tasks and that this would result in inequality between
schools and between students (Hansen & Jbéhannssa?010; Sigpérsson, 1995;
Saeberg, 2009). Recent studies (Svanbjornsdéttir et al., 2021) indicate that those
concerns have partly come true. Although the transfer of compulsory schooling is
generally seen as positive (Sigurdardéttir, Hansen et al., 2022; Siggeirsson, 2022a,
2022b), the lack of infrastructure at the state level to support the municipalities in
dealing with their responsibilities has been criticised (European Agency for Special
Needs and Inclusive Education, 2017; Hansen & J6hannsson, 2010dihsdottir, 2013;
Olafsdattir, 2016; Svanbjérnsdéttir et al., 2021). Another concern has been declining
Ké6HI yK Hg dglyi géldrgeG o6HG] é1 dKHg KIFaygl K
to the other countries. PISA 2018 showed declining scores in read) among fifteen
yearolds and more so in the remote and less populated municipalities (Directorate of
Education, 2019a).

A recent OECD report (2021) raises concerns about whether the national system is too
fragile to realize largescale strategic reforms such as the Education Policy 2030. The
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report describes the national government approach in generalasDZly ¢ € 6| H dzd é K& ¢
implementation model" (p. 40). This refers to policy being defined by the national

government, with the expectation that it is ten implemented atthe municipal leve]

followed by the school leve] but communication between the levels on how to do that

is fragmented. The process is "without a great deal of trialling, piloting, or interim

reviewing to potentially course correct alonghe way" (OECD, 2021, p. 36).

As a response to the criticisms listed above, the state has taken actions to build more
infrastructure or provide more guidance. Since 2013, there has been more emphasis
on the systematic and proactive manamgent of school evduation (i.e., by publishing
guidelines of internal evaluations and a more systematic approach to external
evaluations (Olafsdéttir, 2016; Olafsdottir et al., 2022). This guidance could also be
seen in the already mentionedWhite Paper (Ministry of Educabn, Science and
Culture, 2014b). However, the state exercised and still exercises, a low stake evaluation
approach with low accountability pressure (Olafsdottir et al., 2022).

Following the economic crisis in 2008, there have been turbulent times at theational
policy level, with instability in national governance. This has resulted in rapid shifts of
educational ministers and political emphasis. Those ministers have wanted to put their
own mark on educational policy in their attempts to face educationahallenges. In
2011 and 2013, the current national curriculum was published (Ministry of Education,
Science and Culture, 2014a). The following minister put little emphasis on the
enactment of the new curriculum. Rather, he focused on publishing the firsthite
paper concerning education in Iceland in 2014 (Ministry of Education, Science and
Culture, 2014b) and established the Directorate of Education in 2015 by merging the
Education Testing Institute and the National Centre for Educational Materials
(Directorate of Education ActNo. 91/2015; Directorate of Education, 2016a).He also
launched a new literacy development programe which he placed within the
Directorate.

The next minister (in post in 201g 2021) did little to consolidate this progranme, and
her actions rather tended towards weakening the newly established Directorate. An
evaluation of the literacy programme showed it had had little influence on school
practice. This was argued to have beemlue to the limited preparation time the Ministry
had allowed the Directorate ando the inadequate supportgiven by the Directorate to
the teachers (Frimannsdottir, 2020). The minister abandoned the programme and
instead introduced a national professional development programme (i. Menntafléttan)
(Sturludottr et al.,, 2021) for teachers and principals, in cooperation with the
universities, bypassing the Directorate. Additionally, the minister concentrated on
developing a national Education Policy 2030 with an action plan (Ministry of Education,
Science and Culure, 2021; OECD, 2021).

On the first of February 2022, the current government changed the number and
arrangements of its ministries: the Ministry of Education, Science and Culture was
reorganised and the Ministry of Education and Childrehereafter MOEC)was created
(Pingskjal 386 g 167. mal, 2021-2022) with a new minister. The minister has

10
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announced considerable changes in the education system. They include further work in
accordance with the Education Policy 2030 and forming new regulations concerning

school support services. Furthermore, the abolishing of the Directorate of Education
and establishing a new national agency that will be more concerned with school
support services atthe national level (Samradsgatt, 2022)Exactly what these changes

will bring is still unknown.

2.2 Educational policy and governance structure at the national
level

Figure 2 illustrates the present educational governance structure of compulsory
schooling at national municipal and schoollevelsin Iceland

Parliament (Althing)

National

level Ministry of Education and
/ Children (Minister)

Directorate of Education
(National Agency)

~
\ Municipalities Icelandic Association of Local

(Local Authorities) Authorities (Municipalities)

Municipal

< Municipalities School Boards
level \

School Offices/Superintendents (adhering
to School Support Services)

School / \
<

level Councils and associations: Actors within the schools:
Pupils' Associations Senior Leaders Actors from community:
Parents' Associations — — Teachers —— Parents and other Community
School Councils Other School Staff Members and Stakeholders
Pupil Welfare Councils Pupils

~

Figure 2. The governace structure of the Icelandic compulsory school system

The governance structure of compulsory education is determined by legislation passed
by the Icelandic parliament (Compulsory School Adtio. 91/2008), and state policy is
further established in the national curriculum (Ministry of Education, Science and
Culture, 2014a) at the MoEC.
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Apart from the MoEC the Directorate of Education is the only national educational
agency in Iceland. It is largéy an administrative institution, its main tasks regarding the
compulsory school being to provide educational material; to monitor and evaluate
school progress; to oversee national examinations and international studies such as
PISA; and to collect, analge, and dispense educational information and guidance to
educational authorities, professionals and the public. Additionally, the Directorate has
assumed responsibility for certain administrative tasks from tioEC and for new
projects such as the implemetation of the National agreement on literacy (Directorate
of Education Act No. 91/2015; Directorate of Education, 2016a) However, as
mentioned, he current Minister of Education and Children has announced the abolition
of the Directorate of Education andthe establishment of another institution with a
broader service role, especially in terms of school support servicetts exact form and
function, however, is still in development(Sverrisson & Sigurdardaottir, 2022) At the
time of writing, the national government is forming legislation for the new institution.

The Icelandic Association of Local Authorities is an umbrella organisation for all
municipalities and is a forum for ceoperation between municipal authorities. The
EKKHGdE| dHg GK Grpldngent itsépgligies, peotedt thd iAteredts of the
municipalities, give information on certain aspects of local authorities, and publish
material concerning municipal activities (Icelandic Association of Local Authorities,
n.d.a). The association has a @l status in educational legislationwith the stipulation
of actively working with the government on behalf of the municipalities in forming
educational regulations (Compulsory School A¢to. 91/2008).

2.3 Policies and governance structure at the municipal level

Municipalities (see Figure 2) in Iceland are territorially bounded administration units
and communities that have the status of sglbvernment according to national laws and
regulations. They can span one or more cities, towns, villages or a cowtide area.
They provide some public services for their inhabitants, defined by legislation, as well
as providing services that are not bound by legislation but are important to the
inhabitants (Ministry ofTransport and Local Government, 2017). Their main current
tasks concerning education consist of running preschool and compulsory school within
the legislative framework;and establishing their educational policies and providing
school support services (Compulsory School Addo. 91/2008). The population of the
municipalities ranges from more than 131,000 inhabitants in the capital city to fewer
than 100 people in some sparsely populated areas, and 29 municipalities have fewer
than 1,000 inhabitants (Association of Local Authoidis, 2022). Most municipalities run
their own compulsory schools although in rare casgghe least populated run their
school in collaboration with a neighbouring municipality. In 2020, approximately 35%
of the municipalitieshad less than 100 children. De to the low population of children
and/or geographically large areas, many municipalities run schools witless than100
students (Association of Local Authorities, 2020)lhe educationalresponsibilities of the
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municipalities in Iceland are summed up irthe fifth article of the current Compulsory
School ActNo. 91/2008:

The operation of regular compulsory schools and the related costs shall be
the responsibility of each municipality. Municipalities shall be responsible
for the general organisation of shooling in their compulsory schools; the
development of individual schools; the premises and equipment provided
to compulsory schools; special classes in compulsory schools; specialist
services; evaluation and quality assurance measures; the collection and
dissemination of information; and the implementation of compulsory
schooling in the municipality. Municipalities shall establish a general
policy on compulsory schooling and make it known to their inhabitants.

As selfgoverning bodies, the municipalities have considerable autonomy concerning
those tasks. However, the laws are not explicit in all aspedtsterms of who bears the
responsibility for all compulsory schooling functions. For example, there is lack of
clarity regarding their responsibility forthe implementation of the national curriculum
ensuring the national policy of inclusive education for all and for educational provision.
Nor does the law explicitly state who ks responsibility for school evaluations. This can
(and does) lead to certain onfusion and can partly explain why school evaluations have
been found to be problematic (Olafsdéttir, 2016; Olafsdéttir et al., 2022) as well as
the enactment of the inclusive education policy (see European Agency for Special
Needs and Inclusive Educatin, 2017).

The municipal governing body is themunicipal council. It isdemocratically elected
every four years and assigns a mayor, also referred to as municipal manager. The
mayor/municipal manager is either one of the elected politicians or professionsl
hired. The council is by legislation to appoint at least one school board that is to
operate the affairs of schools in the municipality on its behalf. The school governing
boards are appointed politically rather than professionally, and the boards areamaged

by politically appointed board chiefs.Concerning compulsory schooling, the tasks of
school boards include promoting educational laws and regulations; ensuring that all
students can attend school; supervising and guiding the schools within the mupiglity;
overseeing and approving annual plans; ensuring that schools have access to
appropriate school support services and premises; and making proposals for
improvement to municipal councils and principals (Compulsory School Acho.
91/2008).

Compared to other countries that participate in the TALIS survejcelandic school

governing boards have low responsibility for school tasks, while this responsibility is
rather high among actors at the school level, i.e., principals, other school leaders and
teachers (Olafsson & Hansen, 2022). The boards can make suggestions to principals
and municipal councils, but they have little formal power to demand that those are put
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forward (Asmundsson et al., 2008; Olafsson & Hansen, 2022). There is also confusion

over therole and power of the school governing boards, partly due to a lack of clarity

in legislation on the role of school governing boards versus the role of principals

g" KGF gaKKHg vyl eGAa z22Ua _GecKKHg 6 CégKyga
unclear, which is a hindrance for school governing boards when it comes to operating

in accordance with latest international research on school board governance. In

particular, there is a need to reinforce their role regarding professional support for

principals (Olafsson & Hansen, 2022). However, school governing boards tend to

expand their roles by creating policies on matters that the Compulsory School Act

defines as the task of individual schools (Asmundsson et al., 2008).

Municipal councils, mayors, school gogrning boards and their chiefs should be the
agents that provide educational leadership within the political sphere at the municipal
level in Iceland.The context in which the municipalities operatediffers considerably
depending on territorial size, popuation density, distances between residences,
economic situation, educational background of its population, etc. (Eypérsson, 2019).
One characteristic of Icelandic municipalities is their limited capacity to build
infrastructure and honour responsibilities(Eyporsson, 2019). Strengthening their
capacity to deal with their educational responsibilities has been on and off the agenda
of the national government over the last 70 years. The government has seen the merger
of neighbouring municipalities as a feasilke option. This has resulted in a decreasing
number of municipalities, although less than the politicians have advocated for
(Eypoérsson, 2014; Ministry of transport and local government, 2017). The
amalgamation of municipalities is continuing, due to presg governmental pressure
(Samréadsgétt, 2019). Since the plan for this study began in 2016, the number of
municipalities has dropped from 74 to 64. Forming regional councils around various
tasks, including the school support services, has been another optiomany
municipalities have taken (Eypdrsson, 2019).

Reykjavik, the capital municipality has a unique status within the municipalities and the
country, due to its many inhabitants compared to any other municipality. This puts the
city in a leading position in discussions and policy settings in education at the
preschool and compulsory level (Dyrfjord and Magnusdéttir, 2016).

2.4 School support services at municipal level

Legislation requires municipalities to provide school support services to students and
parents as well as to school practices and school staff. Yet the municipalities have
freedom in how they arrange these services (Compulsory School Adb. 91/2008;
Reglugerd um skolapjonustu  sveitarfélaga vid leik og grunnskola og
nemendaverndarrad i grunnskidm nr. 444/2019). With the former state run regional
school offices (cf. Section 2.1) as a modeimany municipalities have established school
offices (see Figure 2) to oversee their various educational responsibilities, including
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school support services. Those offices often have permanent staff, run by professionally
appointed superintendents who become the next in rank over the principals instead of
the mayor or municipal manager (Sigporsson, 2013; Svanbjérnsdéttir et al., 2021).

Other municipalities have made contracts with neighbouring municipalities regarding
school support services or have formed regional councils (i. byggdasamldg) around it
(Sveitarstjornarlég nr. 138/2011), run by a regional superintendent. However, the
bigger municipalities increasingly choose to establish their own school offices. This has
led to regional councils for the school support services beg abandoned, often leaving
the smaller municipalities on their own to deal with their service©ther municipalities
have a superintendent without having an actual school office or leave the organisation
of the services up to individual principals or/and buy parts of this service from
contractors. In those municipalities, the responsibility for services reststwthe mayor

or municipal manager, although in reality the responsibility tends to fall on the
principal (Sigpdrsson, 2013; Svanbjornsdottir et al., 2021). As the arrangements vary,
who bears the responsibility for school support servicesay differ, and it is not always
clear (Sigporsson, 2013; Svanbjornsdéttir et al., 2021).

Superintendents are not mentioned as such in current legislative documents.
+HIKY I Fygl GRa Khjyirdglygaygl KG |1 HEYKKIHgEG
exist, they play animportant part in educational governance at the municipal level.
Within the school offices, other professionals such as teaching consultants, special
education consultants, psychologists, speech therapists and department heads might
work, depending on the scope of the office. Increasingly, superintendents also take
responsibility of the social services within the municipalitiesGunnpérsdéttir et al.,
2022; Sigpoérsson, 2013; Svanbjérnsdottir et al., 2021). The superintendent, and where
applicable, other prdfessionals in municipal and school offices, can be considered the
agents who provide educational leadership within the professional sphere at the
municipal level in Iceland.

Recent research suggests that policy on school services is vague and there se¢mbe

a lack of common understanding within the school support services and between the
services and school principals, of what it should entail. Only few municipalities have
managed to build the necessary infrastructure for the services (Gunnpdrsdottir adt,
2022; Svanbjornsdottir et al., 2021; borsteinsdéttir, 2020). This is of concern as it has
been demonstrated that school development and system improvement are more likely to
occur in Icelandic schools where coherence and collaboration are exercisectween
the local policy, school support services, principals and teachers, than in schools where
this is lacking (P6rsdottir and Sigurdardéttir, 2020).

Although the organsation of school services differs between municipalities, their
undertakings have geerally emphasized diagnostic and clinical therapies over scheol
| é1 Cylya o0HgKI G| ég6R &édGya é|l ygcéegodgC |ye
to deal with school practices (Sigporsson, 2013). This tendency has been confirmed in
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a report on the mplementation of inclusive education in Iceland (European Agency for

Special Needs and Inclusive Education, 2017) and in a recent study on school support
service practices (Gunnpérsdottir, et al.,, 2022; Svanbjornsdéttir et al., 2021). The

focus is on indiMdual support for students and parents, especially concerning various
kinds of diagnoses, with little followup within the schools and the classrooms. The

concern has beenraised that this may prevent the optimum educational opportunities of
students and he potential of school staff to develop their methods that support that
(Gunnporsddéttir et al., 2022; Svanbjornsdéttir et al., 2021; borsteinsdéttir, 2020).

Teaching consultation and support for development work is largely neglected in school
support senices. The same applies to professional development which tends to be
treated as a private matter for schools and individual teachers or principals
(Svanbjornsdéttir et al., 2021). In TALIS 2018, principals in Iceland rated their need for
professional devebpment higher than their colleagues in other Nordic countries.
Comparison between TALIS 2018 and TALIS 2013 shows that principals find that
support is increasing, but also that it is more difficult now than before to find time for
professional development(Olafsson, 2019). This limited support for principals is
considered a general weakness at the municipal level (Olafsson & Hansen, 2022;
Roébertsdottir et al., 2019; Sigurdardottir, 2018). Principalshave called upon the
educational authorities at the munipial level to take more responsibility for suppoitig
them and their schools (Robertsdéttir et al., 2019; Sigurdardaottir, 2018).

Furthermore, school support services are ill suited to support the enactment of the

national policy on inclusive education athe school level (Gunnpdrsdottir et al., 2022).
syeseyr K ¢yyG |¢eeéel ey Kyinddy GyylK gydley
an inclusive educational system, and they have low expectations towards the services
(Porsteinsdéttir, 2020). In the curent structure, the demands for diagnoses of students

facing difficulties in their schooling are growing and waiting lists are persistent.

However, there are also indications of a willingness, and in some municipalities an

effort, to change this within theschool support services, i.e., to reduce the emphasis on

individual support and diagnosis and increase early intervention, support to teachers

€g0 KocHHG Gyeénayir KG jiréesldoyKa | &ydi |1 HEY KK
(Svanbjornsdéttir et al., 2@1).

A significant barrier seems to be a lack of coperation between school support
services, the social system services and health care services. Whereoperation exists,
the emphasis tend to be on the grounds of social services, rather than being school
oriented (Svanbjornsdattir et al., 2021). This tendency can also be seen in the new law
on integration of services for the benefit of children (L6g um sampeettingu pjénustu i
pagu farseeldarbarna nr. 86/2021), where school services are hardly visible.

Due to criticism of the school support services and the lack of transparency of the
school support services in the new legislation, the current Minister of Education and
Children has announcedchanges Those regardnew regulatiors about school support
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services on the one hand and the establishment of a new institution for school
development and school support services on the otherreplacing the current
Directorate of Education The minister inends to seek broad consultation of the school
community (Samradsgatt, 2022).

These current events suggest that a more comprehensive -aperation with
stakeholders, including researchers, is emerging within the educational field. In
developing educational policy at the national level, such coperation has not been
seen for some time. Connections to the new law on integration of services for the
benefit of children (L6g um sampaettingu pjénustu i pagu farsaeldar barna nr. 86/2021)
and the extensive dialoge that took place during the formation of the newly established
educational policy (OECD, 2021) also indicate more integrated policy development.
These movements underline the importance of looking into educational leadership at
the municipal level and espeially the school support services, to understand how the
municipalities can better embrace changes that will follow and fulfil their obligation
regarding compulsory schooling.

2.5 Govern ance structure at the school level

The governance structure at thechoollevel places principals(see Figure 2 ) at the top
with a large role in the governance of compulsory schools. Legislation places the
responsibility of being leaders and managers on principals, with the freedom to
organise and run their schools in cooperatin with their teachers and other school staff
(Compulsory School AciNo. 91/2008).

According to the Compulsory School ActNo. 91/2008), the principal is responsible

for forming the governance structure of the school and for involving the various
stakeholekrs within the school and the community. The principal is to ensure that
jérygl K ¢HI G jérygl KG éKKHRddE| drHgKa éga KI| |
| ¢y jeérygl KG éKKHode| dHgK oHgoy1 gk OHI EdgC
homese® HHG 1 yGé| dHgKEdj a eéga KFjj#ra1i 1l dgC ¢y
association concerns managing social activities and the welfare of students. Principals

also establish school councils consisting of members from all those different groups,
including teachers and other community members. The school councils serve as
OHgKI Gl dgC ¢HI I GK Hg | &y KO6CHHGKG éc¢céedi K o
(Compulsory School AciNo. 91/2008).

The principal must also establish a Pupil Welfare Council foretschool. The council is

é jGelcé¢HrI G ¢HI oHARI 0dgeéel dgC |l ¢y ORI E HCE édl
concerning school support services, guidance counselling and school health services

and when relevant, the municipal social services and cdilprotection authorities
(Compulsory School AciNo. 91/2008).
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In a compamtive study of TALIS countries (Olafsson & Hansen, 2022), Icelandic
principals have rather high responsibility for most school issues, except fbudgeting
and salaries, which are in the hands of local authorities and the Teacher Union.
Budgeting is mainly in the hands of the local authorities, althoughehprincipal has
some control over howbudgeting is distributed within the school. The principal is
almost solely responsible for apointing school staff. Principals, other school leaders
and teachers have more than average responsibility for school issues, including

| yeoscyr KG dgnHGRYGYygl dg aysdadge Hg Gyeéer g

Compared to other Nordic countries, theirresponsibilities are most similar to patterns

HE 1 yK] HGKdodGd]| R dg XHI OBRGK KBEHHGKE §_ Géc Kt

responsibility for school governance is to decide upon the orgasation of senior
leaders within the schoal Despite legislation being clear that principalsshould work in
close cooperation with teachers (Compulsory School Adtlo. 91/2008), the principal
has much freedom in how héshe involves teachers in the governance and leadership
structure and work.

2.6 Summary

Icelandic governance structure involves national, municipal and school levedsd is
invariably influenced by transnational and global policiesDuring the last 25 years,
Iceland has emphasiseddecentralisationin education, moving compulsory schooling
and school sypport services from state to municipal control. With decentrahtion,
NPM influences have become more prominent in policy discourse. The state has
provided a legislative framework for the municipalities buiew structures to support the
municipalities to take on the increased responsibilities they have acquired following
decentralgation. The frequent changes of ministers over the last years have contributed
to instability in educational policy at the national level that is likely to influence actions
at the municipal level.

It seems fair to say that municipalities have significant responsibility for compulsory
schooling in Iceland. Within the legislative framework, the municipal authorities run
their respective schools, provide school support services, andet local educational
policies. The legislative framework is, however, interpretative, so the division of
responsibility between national, municipal and school levels is blurred in some
instances. Although the contexts in which municipalities operate diff considerably,

they all have to follow the same parameters. While municipalities in the capital area
consist of one city or town, others tend to be more spread out geographically.
+HgKyl Fygl GRa Gl gdoédj éGdl dy KG 6 éspoadibiitiess y K
differ.

Researchat municipal level in Iceland, although sparce, indicates that municipalities
have difficulties in handling their educational leadership role. Due to the role of school
support services in providing extensive support to sdols, it is within these services
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that professional and political agents at municipal level should have the best opportunity
to exercise educational leadership in the Icelandic context.

sCy 0dnyir Ky GlFgdodjeG o6Hg!| yoel Ka edugfionaGl g d o d
decisiorimaking, have led to differences in the ways in which schooling and school

support services are orgarsed at the municipal level. As a result, some schools do not

have school offices to turn to and seem to have little orgaseid support The diverse

contexts that municipalities find themselves in are also likely to influence their way of
providing educational leadership. This is the argument that is explored in the empirical

part of the study that is the leadership and enactment of edational policies at the

local and school level. It enhances the understanding of what happens at the
intersection between structures and actors at the various governance levels
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3 Policy, govern ance and leadership in
educational settings

The fundamental aim of educational leadership is to influence school practices in a way
that enhances studen@learning and development. The focus of this study on
educational leadership atthe municipal level 5 predicated on this assumption.
However, for the purpose of understanding leadership in its broader context, policy
and governance are fundamental concepts. Therefore, three main academic fields are
relevant to the research: policy, governance and leaddrp. In the following sections,
those key terms are defined and addressed in relation to the main aim of teudy. The
conceptual framework for the research has been developed through engaging with the
literature on those concepts which are informed by th perspective of social
constructivism The chapter explores, from a global, national and local perspective,
how educational policy, governance and leadership interact and influence each other
and ultimately influence school practices. It is divided into three sections.

Section 3.1 addresseseducational policy and governanceat the transnational and
national leveland how they are interwoven with leadership. The role of power in ¢ke
processes is discussed. In Sectior8.2, the focus moves to discussing educatioha
leadership, leadership at the municipal level and its value for school practices. It then
looks at how national and local governance, policies and leadership interagsith and
influence school practices. Sectior8.3 is a summaryof the main content of the chapter

3.1 Policy and governance concerning education

In this section, the concepts of governance and policy are defined and discussed in
relation to leadership aml school practices and placed in a global perspective
However, these concepts are almost impossible to talk about without mentioning their
relation to power and how they inevitably influence school practices. Consequently, the
section begins with a discusion about how governance and policy are enacted at
multiple levels in the educational system, not the least in relation to global and
transnational influences. In particularthe contradicbry governance approachesas
manifestedin NPM, are discussed andpositioned within trends inNordic education. In
relation to this, the different drivers of accountability and development in educational
governanceare introduced

21



Sigridur Margrét Sigurdardottir

3.1.1 Government and governance in relation to power and leadership

Government is defined as a goup of people that holds the authority to conduct, or
govern, a community or a group, and the individuals within, by setting obligatory rules
and regulations and following up on them. Central to this is not only the application of
rules and regulations btialso working on the desires, beliefs and aspirations of people
in order to influence their core values and beliefs (Foucault, 1982). Theoreticallthe
concept can be related to all governing bodies, whether at national, regional,
municipal or global levels, as well as to agencies, organisations, institutions, religious
groups and corporations (Dean, 2010). Wolman et al. (2011) define government ihd
public sector as the core unit that takes binding decisions on behalf of the residents
within its territory, for whom it has legitimate authority. Here, authority is vested and
rests on the power to make legal decisions and command their execution.

Governments in the public sectorexist typically at national, regional and local levels of
each country. This is the case in some of the Nordic countries (Moos et al., 2016a),
although in Iceland such governing bodies act only at national and local levels,here
the local level represents the municipalities. The most common understanding of the
term government is at the national level, and when referring to government in this
study, it will be used in that way.Other governing bodies will be named after their
function, i.e., municipal governing body.

It is widely accepted to see the role of governments and other governing bodies as
gGyeay i1 K H¢ Gyeényr KH glyéga 222a XdyKocy o
=HI 6é G| gauwUIK KéeoO | ¢yl CHRGyY IOFHG@YG g tRelu HEy ¢ §
power to lead others to lead themselves in a more or less calculated, but often
unpredictable, direction. This includes the exercise of power to structure the possible

field of actions of individuals, groups and statesandtht Gy éa j yHj Gy GK 6y¢ é
| ¢HlF CEl K | H & | AKKdoGy HII 6HGYA Eg HI &y1 OH)
dyi1 1l édg é6| drdod., ®B)JdCR HI Ey1 KH §

Eg =*#rI 0eél Gbweks netjbaligddashdposition or a person but exists wherever
anyone can execute power and is bound in the relations and interactions between
gj @11 gy Ka dgadn das? ¢ G8). A signiicehGreiod hedenigyths  §
importance of freedom n power relations and the idea that the less freedom any
governing party or a leader allows for, the less power it can exercise. At worst, power
can transform into oppression, leaving no freedom to the governed. Accordingly, it is
important that the govered can trust that they can act and take decisions (Foucault,
1982). However, as pointed out by Owens & Valesky (2022), it is crucial to distinguish
between legal power rooted in official positions and the right to command and punish,
and entrusted power aghe power source that leaders draw on.

Legal power is hierarchal in nature and is associated witle vested authority that is
granted to official positions such as ministers, superintendents or principals. Entrusted
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power is associated with the entrusteduthority and predicated on the idea that power
resides in the people themselves (sometimes referred to as followeve)o have chosen
to grant authority to the leader at hand. Such power is voluntary and it is in the gift of
followers to bestow or withdrav it. These two types of power are not necessarily
mutually exclusive, and it irgued that those who are able to apply multiple sources of
powers are in the best position to exercise leadership (Owens & Valesky, 2022).

Although power is not a main topicin this study, its close connection to governments,
governance and leadership can help to explain why some policies are enacted more
successfully than others, or why some leaders are more influential than others. As a
result, it helps to understand how edcational leadership at the municipal level might
play out and influence school practices.

What governments and other governing bodies do to govern is referred to here as
governance. Governancecontains all processes of governing through which decisions
are taken, whether through laws, norms, power or discourse (Bevir, 2012). It relates to
the process of communication and decision making between the players engaged in a
collective problem, leading to the construction, strengthening or reproduction of sodia
norms and institutions (Hufty, 2011).

In educational settings, governance includes the passing of educational acts, further
established in regulations and national curricula. It includes any action taken to support
municipalities and schools to adjustat legislation and enact it at the local and school

levels; it also pertains to the discourse used during this process. These decisions and

60| dHgK &1y Gyeégl | H# gKcéjy oHgOUIl O 6R OH
interests and beliefs of various att1 KHi glyéga =2za2a givdnamd/KA * R
seels to influence societal outcomes such as economics, culture, education, and the
environment (Bevir, 2012; Wolman et al., 2011). As governance is an organic and

complex process, every society grows itsven way of making decisions and settling

conflicts (Hufty, 2011). Although the intention of a government is definite, they shift and

lyga | H ¢ény gryGéeldnyGR | gjryadol eéaGy o8Hg
underlines the uncertainty of the governase process (Dean, 2010, p. 18).

E| dK d¢g | ¢y ¢céguK H¢E yeéedse gel drgGK CHny
frameworks and policies that govern the lower levels, such as municipalities and
schools. Nevertheless, it is generally accepted that neitharations, organisations,

agencies nor individuals can be governed from any one point or government (Dean,

2010). Part of that recognition involves sefjovernance, which entails that within the

national framework, municipalities and institutions are givenreedom to govern
themselves and decide how to fulfil legislation requirements (Dean, 2010; Moos,
Johansson et al., 2016).

Selfgovernance allows room for developing relationships between stakeholders who
are different between and within levels and for munipalities and schools to make
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decisions and develop solutions that are conteatiented (Moos, Johansson et al.,
2016). This means that each municipal governing body can, and inevitably will, follow
up on requirements of the laws and regulations, and eica national policies in their
unigue way. Their actions, however, need to take into account the specific
geographical and financial context of the municipality, the needs of its inhabitants, and
the background and communications of those that have been cden to govern.

An example of such context orientation is the organisation of schooling, including the
formulation and execution of municipal school support services and their education
policy. These are expected to be consistent with the framework of tlav, including the
national educational policy. As institutions within this system, schools are expected to
work within both the national and local framework, i.e., set their school policies and
curricula and organke schooling. Thus, as Moos et al. (2014hote, municipalities, the
schools and the state system are linked in an educational governance structure; despite
working relatively independently from each other, together they shape the national
educational governance foundation.

3.1.2 The interaction of poli cy and governance in relation to leadership

f HGdB6R dK ¢gH|I @& ¢édoeya HI KdgeE6y ¢€éjjygdgca
dglyi édsl dHgeG ega I gKléeoGyH g*eGéa z22Ta

is reshaped and interpreted through legisl&an and other documents, discourses,
actions and practices (Ball et al., 2012). Making policy involves a technical and a
political process of communicating as well as coordinating the goals of policymakers
and the ways to achieve those goals. Policies caherefore be explained as actions
which cover goals and the ways to achieve them. However, it does not guarantee that
policy procedures are well formulated, justified, communicated or presented by the
policymakers (Howlett & Cashore, 2014).

Educational pdicy is developed at all levels of the educational system by different
actors who have different roles and interests (Ball, 2017). These actors can be from the
municipal level, such as members of the school board and superintendents, and from
the school level, i.e., principals, teachers, parents and students; they can also be from
the private sector, charity organisations or teachrGunions. Yet, due to their
authoritative power, national governments have a specific status within public
policymaking as themain actor (Dye, 2017; Howlett & Cashore, 2014).

According to Ball (2017), policy centres around reforms to change and improve a
situation. However, policy decisions can also be reactions to changes that have already
happened and the government wants taonstitutionalse by addressing those in
legislation (Howlett & Cashore, 2014). Dye (2017) defines public policy from the point
HC | ¢y CHny1 gGygl 6K | &y O6¢HIBYK Geéay
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6EHHAKYK | H®H G#H #®1 g#H| | #olicyrakersgcanAas pakt Af theik d K Gy é

policymaking, decide to do nothing to change the current situation or to prevent an
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ongoing changeprocess to occur (Howlett & Cashore, 2014).

+HgKyi Fygl GRa | ¢y dglygl drg #HCE | #GdoamGe Ed g C
¢HO | EyR | EdgE éoHl | Ocel | ¢yR O0HH g*éeGGa 3
different means, such as legislation and other documents, discourse, actions and
practices (Ball et al.,, 2012). Those means may be used for steering in a desired
direction by favouring one topic, idea, or person above another, independefy of truth

or social reality (Ball, 2017). By applying those different means, governments and other
governing bodies use oblique forms of power in multilevel settings. These fornaf

exercising power and leadership have been described as hard and soft forms of
governance (Moos, 2009) and influence both formal and informal education.

Hard governance relates to the use of educational legislation to provide frameworks for
guidance in the educational work performed at the lower levels. In most contexts, this
legislation takes the form of educational acts that are followed by regulations and
national curriculum guides. These are considered of fundamental importance for
building a unified structure for educational systems at the national and local levels
(Moos, Johansson et al.,, 2016). The more informal means of steering educational
settings is often associated with soft governance (Moos, 2009). Soft governance
includes the use of guidelhes and indicators, statistics, benchmarking, comparison,
and sharing of best practises that rest on widespread policy technologies (Nihlfors et
al., 2013; Moos, 2009; Theisens et al., 2016; Uljens et al., 2013). Thus, soft
governance relates to nowindinC 1 I Gy KA E| dgnHGnyK dgadiy
thinking and their understanding of themselves and the world through, for example,
discourse, procedures, and guidelines (Moos, Johansson et al., 201@jard and soft
governance can be seen as a spectrumf means of doing governance. Nations do not
apply either hard or soft governance, but some combination dhose.

mdgoéy | ¢y CHéG HE KHE CHnyi1 geéegoy dK | A dg
beliefs, it is considered an effective way of leadig, even more so than applying hard
governance. Therefore, soft governance is increasingly practiced by policymakers, not

least by governments and other governing bodies, and is associated with the
transnational emphasises of NPM (Moos, 2009t . Subsection3.1.4).

3.1.3 Multilevel enactment of governance and policy

Different actors, cultures and social interactions influence whether and how national
and local pdicies, regulations and procedures are taken up (Scott, 2014). Thus, it is a

long and complex process from establishing policy, regulations and procedures to

leading the lower levels to actual enactment (Dean, 2010; Moos, Johansson et al.,
2016). The meastement of policy outcomes is also complex as it can take more than a
decade for the influences to appear (Borman et al., 2003).
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For a long time, policy processes have been associated with the implementation of
policies where the aim is to understand howwhy and by whom educational policy is
put into practice (Schofield, 2001). However, during the last few decades, research on
policy implementation has changed and developed. In this regard, Schofield (2001)
daygl dédy K | & 1-down addébttpnilipt matigiskofApoligyl irfibjementation,
€ga ég daygldédoel drg #HE dGj GyGygl él drHg n
disparities have arisen, leading to the criticism that researchers are unable to address
the more kinetic processes of implementatiofSchofield, 2001). According to scholars,
this inherent limitation has led to an oversimplification of the policy process or
discordant policy procedures (Ball et al., 2012; Braithwaite et al., 2018. Hess, 2013;
Hudson et al., 2019; Viennet & Pont, 2017)where implementation is seen as a linear
and technical process. This linear lens ignores the human dimension (Ball et al., 2012).

D
o

Ball et al. (2012) argue thatin approach thatregards policy as implementations based

upon a conceptualisation ofpolicy as dependent upon acts of problem solving thdead

to policy texts such as legislation or other inscriptive documents and the implementation

into practice through applying certain techniquesThis is not only reductive but ignores

important features,namely, relationships, context and different viewpoints (Ball et al.,

2012). As Maguire et al. (2013) explain, due to the interpretation and translation that

occurs along the way from state level to school level, the effects of policy programmes

are neither ingant nor obvious but peripheral and nuanced. How policy occurs at
municipalities and schools is therefore multifaceted and should be regarded as an
enactmentrather than implementatoA 3 géd| Gygl GyéegkKa dg wecCl d
view, understanding and cmsidering the whole complexity of translating policies into

real actions.TheyKyy | H#Gd6R ygédl Gy gl JdinéaKaspp@ of thRg é Gd 6
OtHGYy O6HG] Gyoe | cél GEeEyK |j | ¢y jHGIBR jI HdY
resistance and reorganisabn and is merged into other existing practices or more

dominant policy programmes

An important aspect of Ball et alG K012) argument lies in the different ways in which
the role and influence of the actors within the policy process are viewed. When |kimg

at policy as something that can be put into practice through implementation,
superintendents, principals, teachers and other practitioners are then simply cast as
implementers of policy. According to Hargreaves and Shirley (2020), this reduces the
local level actors to mere mediators between the national level and the school level,
thereby failing to fully recognize these actors as an independent driving force. As Ball
et al. (2012) point out, the local level is thus excluded from actively participagrin the
making of policy. This relates to the relationships and negotiations between the different
parties at hand, the different context of each community and school, and different
understandings and viewpoints of all those who take part in the procesB4{l, et al.,
2012). As a result, how and to what extent policies originating at the national or
municipal level are enacted at the school leveldepends on how stakeholders are
involved in the enactment process (Maguire et al., 2013).
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In the educational context, this is important in terms of the engagement of
superintendents, principals and teachers. The distinction between policy enactment and
the traditional view of implementationis important in this study as it provides a lens to
understand how govenance at different levels influences municipal leadership and how
that leadership in turn, effects school practicesIt acknowledges the social
constructionism of the enactment process antklps to understand how superintendents
influence the enactment oflegislations and educational policy at the municipal and
school level.

The practice of leadership has been identified to be a potent component in enhancing
yaoléeéel drg | HGdBR g*éeGG vyl e GAa 2z23iKA
governance at all ¢évels is seen as needing to happen in partnership with those
governed: authorities must see themselves deaders of leaders using different
resources of power to exercise influence (Dean, 2010). Yet the way in which
governments govern depends on the pepectives held by those who make the systems
and work in them (Sahni, 2003). This also means that governance, at both national and
local levels, depends on the ideologies endorsed by those who are in a position to
exercise the most power.

3.1.4 Globalisation and divergent approaches to policy and
governance

It is generally accepted that although the legal power of education resides within
nations educational policy and decisions at the national level are increasingly affected
by global and transnational organisations and institutions (Ball, 2017; Dean, 2010;
Moos, 2013b, 2017). Ball (2017) states thattodaf Hny 1 gégoéy ¢go6é g g H|
matty | HE jeéi | R jHGI| d6K Hi doyHGHCRH g§j A
public service discoursesg in language, ideas, organisation, technologies, practices
6glt yejyrdygoyH gjA ZTZSKA Cy @ adgdayekatbys é |
neoliberal and NPM views on the purpose of education, which means that economic

+HG
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b

growth and marked principles of competiton F gay 1 jdg | y#H] GyKG OéRl

acting, and understanding education and education policy. This effectively
overshadows tle social purpose of education.

Gunter et al. (2016a) state that from a leadership perspective, the NPM approach
means an emphasis on managerial procedures and hierarchical structures that support
those features. According to the authors, this ideology iduilt on the idea that
individuals at lower levels cannot be trusted to properly fulfil their duties without close
control. One of the consequences, they say, is a breach of trust between actors at the
school level as well as between national, municipal drschool levels.

England and countries such as the US and Australiare seen as being at the heart of
NPM, while others have adapted some of its methods and techniques. Consequently,
the NPM has influenced national educational systems differently and t@rying
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degrees, depending upon traditions, cultures, and choices at the national level (Gunter
et al., 2016b). This has happened worldwide, including in the Nordic countrieswhere
the principles of NPM, it has been argued, are in contradiction to the exsting culture
and have not only changel but undermined existing ways of doing education (Moos et
al., 2016b). Similarly, sholars (Dyrfjord & Magnusdoéttir, 2016; Hargreaves and
Shirley, 2020; Moos, 2013b; Sahlberg, 2010) have argued that these influencesra&
threatening the very existence of more democratic and social ways of thinking about
and practicing education, as has been the tradition in the Nordic countries of Denmark,
Finland, Iceland, Norway and Sweden.

Following the Second World War, a certain evision of societal valuesoccurred in the
Western world. In the Nordic countries, a common emphasis emergedn establishing

a democratic welfare state with equal rights, serving and protecting citizens and
providing free education for all (Moos et al.,2013) and has been associated with the
need to foster active citizenship. Moreover, it is based on the belief that the best way to
educate children is by looking at the purpose of education from a comprehensive point
of view, often referred to asBildung (Moos, 2003; 2013a).

Both the notion of comprehensive education andildung refer to character building
with an emphasis on developing the whole person in and for democratic and social
settings (Moos, 2003; Wiborg, 2010). This builds on educational ideasnspired by
scholars such as Dewey and Montessori (Moos, 2013&)eas often contrasted with the
scientific management of Taylorism that inspired educational systems in the UK and the
US, and later turned into global neoliberalism and NPM (Moos, 2013b; Mop2003;
Dean, 2010). In a study on common and different educational policy trends within the
Nordic countries and in the UK and US, Moos (2013b) concludes that:

A number of Nordic trends are strong and different from mainstream
NPM; strong state and localauthorities, clinging to comprehensive

education, collaborative and deliberative leadership and cohesive
schools. These are strong trends, building on traditional values. (Moos,
2013b, pp. 222-223)

Arguments for and against the NPM approach on the one hdnand the Bildung
approach on the other, encapsulates current debates. NPM has largely taken over the
discourse, causing contradictions and changing wayof doing education in these
countries (Dyrfjéré & Magnusdottir, 2016; Moos et al., 2016b). This can be seen in the
increased emphasis on national and international performance standards. The
educational system has now opened up to competition and is subjected to increased
accountability demands and ste@rg (Moos, 2013b). While there are similarities in how
Nordic countries have embraced these NPM emphases, cultural and situational
differences affect how they have played out at the national and local levels in each
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country (Moos, 2013b), leaving Finland e least touched by this trend (Sahlberg,
2010; Uljens & Nyman, 2013) and Sweden the most (Holmgren et al., 2013).

l]gy #HE | ¢y O6HGKyIFygoyK #HE XfWGK dgécGlygoy
governance (Ball, 2017; Moos, 2009). Less emphasis is put ogoverning through
legislationG hard governancé&and more work is put into governing through soft
governanceto influence changes in the educational system (Moos, Johansson et al.,

2016). One of its embodiments in many of the Nordic countries has been to
increasingly bypass the municipal level altogether and instead, encourage states to
negotiate with schools directly (Moos, Paulsen et al., 2016; Olafsson & Hansen, 2022).

At the same time, these trends also seem to be causing changes at the municipal level,
influencing the role and leadership of superintendents and other main agents (Moos,
Johansson et al., 2016).

Global institutions such as the World Bank, the World Trade Organisation (WTO), the
Organisation for Economic Ceoperation and Development (OECD), rad unions like the
European Union (EU) (Ball, 2017) are active contributors to soft governance (Moos &
Krejsler, 2021). One of the main drivers has been OECD, with its 35 member
countries, including the Nordic countries (Ball, 2017; Moos, 2009). OECD prowes
and analyses statistical data banks (like PISA and TALIS) on education. Those data banks
are intensively used to compare countries and to argue for change. Another main
contributor is the World Bank, which has seen opportunities in economic crises in
many African and South American countries for enforcing its ideologies. In return for
financial support, the World Bank has conditionally forced them to turn to privatization
and neoliberal approaches to education at the national level (Ball, 2017). As tkos
organisations seldom have legal power over education at national levels, they steer with
soft governance (Ball, 2017; Moos, 2009; Moos & Krejsler, 2021).

The systemati@ecentralisationof school systems goes hand in hand with the forces of
NPM which began in the 1970s in Australia, the United Kingdom, Canada and New
Zealand (Caldwell, 2005; Karagiorgi and Nicolaidou, 2010), leading to a wave of
school reform for decentralisation in the world (AddiRaccah and Gavish, 2010;
Bjornsdéttir et al., 2008; Eskdéand and Filmer, 2007; Karagiorgi and Nicolaidou,
2010). A centralized educational system is one where state authorities have full control
and power over educational policy and resourcedDecentralisation by contrast can be
described as the transfer ofttose powers and control from central to local educational
authorities and to schools themselves (Caldwell, 2005; Fullan & Quinn, 2016; West &
Ainscow, 1991).

It is important to bear in mind that the level oflecentralisationwithin countries differs
and in some countries, decentralisation has deep roots in educational history.
Nevertheless, Fullan (1993) has argued that school systems need a balance of
centralisation and decentralisationto be able to progress fully. This thesis is predicated
on recognising that striking a balance between the two is subject to political and
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ideological processesand thatfinding the right balance can be a struggle. In practice,
with increased autonomy of local authorities and schools, governments have often
tightened contrd and increased demands for accountability. This has been enacted
through standardsed curriculum, tests and evaluation systems to ensure a sense of a
unified national education system (Caldwell, 2005). Partly following these trends, the
role of local auttorities in providing leadership and support to schools has become
more important (Fullan, 2010; Ikemoto et al., 2014; Honig, 2012; Louis et al., 2010).

In the context of Iceland, the ability ofmunicipal authoritiesto live up to national
educational requrements has been questioned (Hansen & Johannsson, 2010;
Sigporsson, 2013), as addressed in Chaptez.

3.1.5 Different drivers of accountability and development

Scholars ike Ball (2017), Gunter et al. (2016b) and Moos (2017) argue that the legacy

of NPM with its overemphasis on standarsition, punitive accountability, individualistic

strategies, technocratic homogesation and ad hoc policies (built on neoliberalism and

NPM views) has harmed educational systems worldwide. Fullan and Quinn (2016) refer

| # | 6Ky éK | ¢y dzOr #gC 01 dny1 KG éga KeéeR | ¢ceéel
ORAGYO | H ¢édéG éeK jHRGA|I d6déegK dGj HKy KHRGH| dH
very people who have to help lead the solutio3] y € 6 ¢y 1 K &g eéaGdgdK]| 1 é
They argue that it has resulted in confusion and overload, and the more the system

leaders try to fix it with more of the same, the bigger the problem becomes. Ball (201L7

describes this as the consequence of unstable governance, working intentionally and
unintentionally against itself, resulting in chaos.

Fullan and Quinn (2016) argue that to deal with this and to succeed in school change,
fundamental drivers need to beshifted to capacity building, with a focus on results,
collaboration, pedagogy and coordinated policies. In their opinion, the leadership

function of local and state authorities, as well as their responsibility for creating

conditions that strengthen schds, must be foregrounded. The premises for success

are that all organisations, political parties and individuals at all levels in the education

system, work together coherently to gain success at the school level. Campbell and

Fullan (2019) take this furth | 690 yee Géedg ¢HO gCHAO | HGd| d6
Oréjiya +j dg & KRKIYyG jyrKjydldny dK | ¢y ¢}
emphasis on the local level as the one that is closest to school practices and students
highlighting the importance of the school board and their work with superintendents

and schools. Thishighlights that all those parties need to develop a governance

mindset for maximizing leadership coherence and advantages for students.

These emphases on coherence Ieen the political and professional parties and
enhancement of their leadership and governance skills (Campbell & Fullan, 2019;
Fullan & Quinn, 2016) are in alignment with other scholars (Hopkins, 2007; Lambert,
2003; Leithwood & Louis, 2012; Louis et al, 2010; MacBeth et al., 2018) who argue
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that in order to strengthen schools” capacity to provide students with a good learning
experience, skilful employment of leadership is necessary at all governance leGls
school, local and state.

3.2 Educational leadersh ip

Educational leadership, especially in relation to the municipal level, is a pivotal
academic field in this study and is addressed in depth in this sectiorin this regard,
educational leadership and its relationship techool practices, i.e., for studets and the
development of professional learning communitiesis defined and clarified. In
addition, the kind of practices that are carried out by successful leaders at municipal
level are addressedas well asthe importanceof developing leadership capacy at the
municipal level and within the educational systenThe section moves on to clarifywho
are the kadership actors at the municipal level and their role in strengthening school
practices Last, but not the least, ieddresseshow educational leaderhip, policies and
practices at the state, local, and school levels interact and influenchools as
professionalinstitutionsand students” learning.

3.2.1 Educational | eadership defined

The concept of leadership tend to be defined € 6 8 #1 0 d g C | ferspectkgsé 1 6 ¢y |
and the phenomenathat is the focus of the investigation(Yukl, 2013). Different
traditions in language use between countries increase thiambiguity, generating

challengesfor both 1 y Ky &1 8¢y 1 K éga |1 é6] dl drgphatk A 0
Gyeéoyir Kedj dK 8+ Gl i1 eGGRa o6Hgl yeel r@GGRA éga
ol é| | ¢y KéGy | dGy go6ég 0y |1 yKdl d‘oyaé

l1édl K #1 o6c¢éi1 éd6lyr dK|l ddaK Cygyr eGdreoGy éo1

This compexity is described by Northouse (2016) who considers leadership as a

0HG] Gye j1 HOYKK Odl ¢ GégdéHGO 0dGygKdHgK ¢C
H¢ dgadndoléeGK | # édcdyny €& 08HGGHg CHéGH gj
neither a trait no a characteristic possessed by or bound to the leader, but a
transactional occurrence that transpires between the leader and the followers.
Leadership is therefore seen as an interaction between the leader and the followers

where each gives feedback to ta other and this then influences the outcome of the
leadership and the actions taken (Northouse, 2016).

This further implies that leadership is not bound to the formally nominated leader in a
group but is an interactive nodinear process that becomes acasible to everyone
(Northouse, 2016). Thus, the leader becomes a follower and the follower a leader
(Sergiovanni, 2009). It is a process that allows leadership to flow between and within
the different groups and individuals (Lambert et al., 2016). Leaderghin this sense is
an organisationwide phenomenon where proactive and distributed leadership is the
premise on which organisations grow (Harris, 2010)As Lambert (2003) points out,
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this way of understanding leadership rests on a constructivist approaciwhere
leadership is seen as happening in the complex interactions of social settingbhis
occurs in a community where everyone contributes anwhere people work together
and learn to lead and how best to proceedhrough reciprocal learning (Lambert et al.
2016).

| ¢y KeéGy |dGya GyeédayiKedj GHYK gH| yoedK]
followers and without people to influence, there is no ground for leadership.
Consequently, influence is an inevitable part of exercising leadership (Northoes
2016). This definition of leadership also stresses leadership as an act towards common
goals where the leader is a part of a group with a common purpose. The leader uses
his or her resources to strengthen the group to work together towards mutuality. To
stress that leadership is about common goals helps the leader to behave ethically
towards the led and to remember to work together with the group towards solutions,
rather than forcing their own will onto the group members (Northouse, 2016).

LouisetalGK gX2ez2K yowe Géegeél drg HE | ¢y Gyeéegdg
Odl ¢ X#HiI | EHIKyGK gze2efK éK | EyR Kyy Gyeéda
providing direction and exercising influence. However, what makes those functions
complicated in practie is that each of them can be performed differently as can the
different practices associated with the functions, leading to numerous leadership
models with distinct consequences for practice (Louis et al., 2010). Or, as Fullan
(2019) puts it, nuances inéadership styles determine the ways in which leaders who on

the face of it, adhere to the same models, succeed or fail their tasks.

(@)
< o

od|] & 1yCér 0K | # yaldeéeldrgeG Gyeéeayr Kedja craC
that consciously seeks to accomplish eds é | dHgé G j 1 HEy 6| KHI §j A e
ambiguity of educational leadership is no less than that of other kinds of leadership

g* GEEyKGYyRa I2z22KA *éeKyd #Hg *lI KEGK gsz2ezaK gH]
within the educational sphere. Leadship in this sphere is seen as an important catalyst

dg Ko6CEHHRAG KIB6dyKK @éga KllFaygl KG GyéergdgC g>1
Hord, 2015; Hallinger & Heck, 2010; Harris, 2008; Fullan, 2020; Louis et al., 2010).

Research on educational leadershihas for some time focused on the leadership of the
principal. The principal is seen as a key person, holding the power to influence
teachers to bring about changes in teaching practices (Sergiovanni, 2009) and student
learning (Robinson, 2007, 2011; Rohason et al., 2008). Although the importance of
principal leadership has been well established (Grissom et al., 2021), research has
provided understanding of the importance of the principal in adhering to collective
models of leadership above that of hierathical ones, with leadership spread among
people (Bennett et al., 2003; Hallinger & Heck, 2010; Harris & Jones, 2021; Spillane,
2006), throughout and beyond the organisation (Louis et al., 2010).
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This distributed way of understanding leadership has putdhHeadership role of other
individuals who are notprincipals in the spotlight, i.e., teachers, students and parents,
superintendents and politicians (Campbell & Fullan, 2019; Lambert, 2003; Moos,
Johansson, et al., 2016)along with leadership at differem levels in the system, i.e.,
municipal and state (Fullan & Kirtman, 2019; Hargreaves & Shirely, 2020; Hopkins,
2007; Louis et al., 2010). Educational leadership in this sense is believed to have the
potential to work both as an impetus for releasing capdies that exist in the
organisation (Fullan, 2016; Leithwood et al., 2008) and as a link for joining up the
different factors that influence student learning (Louis et al., 2010). Thus, leadership
can boost capacities within schools. It can provide a chael for different factors such
as implementation and professional development programmes to reach the students
(Louis et al., 2010).

A key factor in this synergistic leadership is enabling the contribution of each of the
different groups that belong to tle school community, namely, states, municipalities,
principals and other school leaders, teachers, students and parents. This shared and
distributed way of practicing leadership is argued to be more likely to lead to student
learning and has a greater impet on professional development than when leadership is
gHl KEeéirya gSHIIK yl| éGAa 2z22KA s¢dK

Kyy

GyeayiI Kedj dK E¢HS8FKya Hg | &y 6HI Yy o6FKIgyKK

p. 9). Alongside this, school leadeship needs to be contextually and culturally
sensitive within and between schools, districts, municipalities, countries and even
world regions (Lambert, 2003; Louis et al., 2010; Lund, 2022; Khalifa et al., 2016;

Wildy & Clarke, 2011).

A recent review d leadership studies by Harris and Jones (2021) echoes the important
role thatleadership plays in achieving educational improvements:

E that school, and system improvement can be achieved by changing key
organisational processes, such as leadership, andybcarefully building
leadership capacity. The evidence reinforces that under the right
conditions, leadership can make a positive contribution to organisational
effectiveness and improvement. Also, the research shows how distributed
leadership and instrudbnal leadership not only reinforce each other but
also positively influence organisational learning and student learner
outcomes. Finally, to be effective, it has been posited that any leadership
preparation and development programme must be contextualituated
and culturally responsive (p. 9).

In relation to this study, educational leadership is acknowledged to be a force at all
levels of educational governance, although the focus of this study is on the municipal
level.
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3.2.2 Leadership at municipal level for school practices

The global flow of decentralisation policies has led to increased educational
responsibilities being given to local levels all over the world. Scholarly attention has
therefore turned to the importance of researching leadership at the local level, such as
municipalities and districts (Fulla, 2019; Fullan & Kirtman, 2019; Campbell & Fullan,
2019; Hargreaves & Shirley, 2020; Hopkins, 2007; Leithwood & Louis, 2012;
Leithwood et al., 2019; Louis et al., 2010; Moos et al., 2016a). A longitudinal study
focusing on educational leadership on statedistrict, and school levels (Louis et al.,
2010) showed that to be effective, district leadership needed to be distributed. The
study demonstrated that district leadership was a considerable contributor to both
professional development and student learnjn at the school level. It was most
KFdoyKKEFG O¢cyg dl o6HglIl 1 doklya | H jrdgoadj éeGK
in their work. Conversely, scholars argue that when there is a lack of leadership
capacity, understanding and support at the municipdevel, improvements at the school
level cannot be sustained (Fullan, 2016; Lambert, 2003, 2006; Lambert et al., 2016).

The teaching profession places great demands on teachers' competence and
professionalism and demands collaboration with colleagues anather professionals,
parents and students (Heikkinen et al., 2012; Schleicher, 2016). The willingness of
teachers to take an active part in school and professional development and their ability
to develop education, is crucial in school improvement (Nguyeret al., 2020). It is
generally argued that to encourage teachers to develop their professionalism,
systematic support is needed that focuses on enhancing the leadership capacity of the
schools and schools as professional institutions and learning commigst (Harris &
Jones, 2021; Fullan, 2016; 2019; Fullan & Quinn, 2016; Lambert et al., 2016).
Therefore, school leadership should be directed to improving schools as professional
learning communities (Harris & Jones, 2021). However, the focus must remain bow
and if those strategies lead to enhanced student learning (Harris & Jones, 2019;
Robinson, 2011).

s€y |1y1 G dZ 1 HEyKKdHgeéG GyeéirgdgC 6HGGIgd| RG d
school where continuous learning among staff is encouraged and maimad for the
purpose of strengthening students learning. Such practices create a community of
people who, regardless of education or status, share their vision and experience and
support each other in their work (Hipp & Huffman, 2010; Huffman & Hipp, 2003;
Sigurdardottir, 2010; Stoll et al., 2006). The learning community is characterized by
mutual trust and respect andhe strengthening of networks and collaboration. Emphasis
is placed on creating a channel through which ways can be found to improve practic
and enactmentof methods that improve learning and teaching (Hargreaves & Fullan,
2012; Thornton and Cherrington, 2019) based on evaluation and assessment (DuFour
& Fullan, 2013).
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The professional learning communityis seen as a complex and challenging
phenomenon (DarlingHammond & Richardson, 2009; Fullan, 2016; Hall & Hord,
2015). The community exists within the struggle of the daily work of a school where
everyone is included and willing to learn together, discuss ideas and their enactments.
For sucha community to prosper, purposeful support and guidance is needed (Darling
Hammond & Richardson, 2009; Fullan, 2016; Hall & Hord, 2015). This support needs
not only to come from within the schools but the municipal level that also needs to be
an active paticipant in the process (Fullan & Kirtman, 2019; Lambert, 2003; Louis,
2015).

3.2.3 Practices carried out by successful leaders at municipal level

The emphasis on leadership coherence and harmony within institutions and governance
levels, has resulted in numerasl studies that seek to identify the core practices that
successful leaders have in common, not only within professions, organisations and
governance levels, but across levels (Fullan, 2019; Lambert, 2003; Leithwood et al.,
2008, 2020; Louis et al., 2010). One such framework describes leadership practices
of successful leaders at the district level (Louis, 2015; Louis et,&010) in the United
States. Originally developed by Leithwood et al. (2008) and recently revisited by
Leithwood et al. (2020), it ided dé¢dyK & j1dgodj eGGK Gyeéeanyl
contribute to successful leadership in most contexts. Louis et al. (2010, see also
Leithwood et al., 2004; Louis, 2015) adjusted it to fit the district settings. For this study,
the framework is synthesed in Table 1. The framework describes leadership practices
that are distributed in nature, built on the notion that such leadership is more likely to
lead to positive outcomes than leadership that is not distributed (Leithwood et al.,
2004; Louis et al., 2010). Leadership practices are described and divided into four
main categories: 1)setting directions2) developing people 3) refining and aligning the
organisation and 4) improving teaching and learning programmegLeithwood et al.,
2008, 2020; Louis et al., 2010). Each of these includes three to five defining sub
practices that represent activities carried out at the district level by districts leaders.

Louis et al. (2010) found that the closer the district authorities matched these leadership
catego dy Ka | ¢y GHiIy |1 dégbicijy e Gitedé i udid hi€ K HE
increased the distributed leadership and professional development of teachers and
student performance at the school level, improved. This leadership atmosphere
provided conditions in which principals and teachers felt supported in their work,
especially in aspects that research has shown encourage school effectiveness. A key
component in this positive milieu was the establishment of trust amongst all parties
(Louis et al., 2010)

As commented by Bjork et al. (2014) and Johansson and Nihlfors (2014), district
leadership in the United States is somewhat different from municipal leadership in the
Nordic countries, due to the different function of the two levels in the governance cha
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in each setting. However, this framework builds on a general idea of leadership
practices (Leithwood et al., 2008, 2020) and is therefore used in this study as an

analytical tool in some parts of the data analysis.

Table 1. Leadeship practices carried out in the district context

Main
categories Subcategories/ practices Elaboration on required leadership activities
Setting 1  Building a shared vision Creating a vision, defining a strategy, working towards
directions 1  Fostering the acceptance | K& &1 y 0 #HOgy1 Kedj é&ga dgl
of group goals culture to protect it against leader changes.
§  Creating high Demonstrating outstanding practice, making clear it is
performance expectations | expected from others, motivating people by
§{  Communicating the encouraging, praising and explaining roles and
direction purposes, planning and organising the trajectory.
Work in this category builds shared understanding and
provides the necessary stimulation for participants to
want to do their very best.
Developing 1  Providing individualized Trying to understand people and working towards
people support and consideration | developing their skills. Trying to stimulate teachers &
1  Offering intellectual staff to promoting their knowledge & skills to better
stimulation meet organisational aims. Contributing to staff
1 Modelling appropriate commitment, capamty and fle?<|b|I|ty to (?ontlnueo-tg.am
values and practices !(nowledge ahd sk||!s. Promotlng reflection, providing
intellectual stimulation, guide and model preferred
values & behaviour. Acting like a facilitator, caring
about the professional and personal needs of people,
provide individual support.
Refining & 1  Building collaborative Knowing how to restructure and reculture the
aligning cultures organisation by establishing working conditions that
the 1 Restructuring the enable teachers to make the most of their interests,
organisation organisation to support commitments and capacities. Promoting a collaborativi
collaboration culture, networking and team building. Learning to
1 Building relationships with | manage conflict, building proactive relationships with
families, communities parents and community, and connecting thechool to
9  Connecting the school & its broader environment. Providing consulting and
community delegating tasks and leadership.
Improving 1  Staffing the programme Leading efforts to improve teaching and learning
teaching & 1 Providing instructional programmes. Creating a supportive work environment
learning support for teachers to support institutional stability and
programmes | ¢ Monitoring school activity | Strengthen the school. Finding appropriate teacherfor
1 Buffering staff from the teaching programmes. Providing pedagogical
distractions to their work | SUPport and professional development opportunities to|
1 Aligning resources promote teaching and learning. Monitoring school
activity. Protecting teachers and other staff from
distraction from their work.
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3.2.4 Developing leadership capacity at municipal level

Despite the existence of a body of knowledge about effective leadership practices
(Leithwood et al., 2008; Louis et al., 2010), districwvide success at sustaining change

and improvement efforts at school level is an ongoing battle (Fullan, 2016). One
apprHé 6¢ | H dGj 1 AndgC yoalo6eéel dRrgeé Kyl |l dgcCKk
been to develop leadership capacityon a broad skills level Fullan & Kirtman 2019;

Harris & Jones, 2021; Lambert, 2003; Lambert et al., 2016).

Lambert (2003) has provided amatrix for developing leadership capacity at district
level which functions as an analytical tool to understand and evaluate leadership
capacity at the district level and to develop it furthemwhich has been adapted for the
purposes of this study The matrk is presented in Table 2. The modelidentifies the
skills needed to develop high leadership capacity at the district level itself; and it
explains the actions needed to support the school to do the same, for the benefit of
school improvement and student @ucation. The natrix consists of four quadrants with
six characteristics that are parallel between the quadran{tambert, 2003) The
characteristics are: 1)the role of the district leader and other district and school
members in leadership activities2) the use of information and inquiry to inform
practices 3) programme coherence 4) collaboration and common responsibility5)
reflection and innovation and 6) student achievementEach quadrant represents a
certain level of leadership capacity withirthe district, where quadrant one shows the
least developed leadership capacity and quadrant four, the highest leadership capacity.

The aim of local level leadership capacity is to develop widespread capacity at the
district, municipal and school level sahat school improvements at the local and school
level are sustained, even when key persons leave (Lambert, 2003hus, he concept
refers not only to the leadership capacity in the school community itself but also to the
district and municipal level andbeyond. According to Lambert (2003), leadership
capacity thrives on collaborative learningt the municipal and school leveland is a
fundamental component for sustained school improvemerithe matrix is underpinned
by a constructivistconceptualisationof leadership, acknowledgiy the complexity of
leadership. It gives way for surfacing and mediating perceptions, searafy the
meaning of general ideas, and refleéghg and makng sense of work and information in
interaction with other people.It enablesnew information to be generated, leading to
the structuing of new understanding and actionsbased on shared ideas that benefit
students learning and development (Harris & Lambert, 2003).

Understanding leadership in this ways underpinned by the belief that leadership is a
learning process wherethe professional development of teachers and their leadership
are two sides of the same coinneither can be developed without the context for the
other (Levin & Schrum, 2017; Lambert et al., 2016; Sigurdardottir & §porsson,

37



Sigridur Margrét Sigurdardottir

Table 2. District leadership capacity matrix

Depth of leadership skills and understandings

38

Level of involvement

Quadrant 1 g Low involvement

Quadrant 2 g High involvement

development are high or steadily
improving in all schools, with
equitable outcomes for all tudents

1  District managers are autocratic 1  District managers take a laissdaire

1  Actions are derived fromexternal approach
directives rather than shared vision| 1  Because shared vision is lacking,

1  Topdown accountability systems there is fragmentation and poor
emphasse compliance and programme coherence within and
standardgation (i.e., districts hand among schools
directives to schools, and schools | Schools and individual teachers

" report results to districts) design assessment with minimal "
= bl Direction is centralized in the form systemic use of information and =
g of mandates, esources, and rules evidence for accountability and g
3 and regulations, resulting in improvement 3
dependency relationships 1  Direction is decentralized and

1  Professional development is erratic schookbased, with little emphasis on
and onesizefitsall coordination or coherence

1  Student achievement is low or 1  Professional development is a
directly correlated with ethnicity potpourri of unrelated training
and socioeconomic status choices

1  Student achievement varies widely
among district sh00lsG some are
doing well while others show little or
no improvement

Quadrant 3 g Low involvement Quadrant 4 g High involvement

1  District administrators delegate 1  District administrators model,
some authority and resources to develop, and support broadbased,
schools with trained leadership skilled participation in the work of
teams leadership

T District and school visionsare Shared vision results in districtwide
coordinated programme coherence

1  District and school leadership 1  Aninquirybased accountability

" teams develop lateral accountability system informs decision making and
% systems, but without broad practice at classroom, school, and %
= engagement district levels =
T 9§ Coordination is generally close, 1  Organisational relationships involve T
with greater autonomy for schools high district engagement and low
with skilled leadership teams bureaucraization

1  Professional development is 1 During professional selection and
focused on district vision and goals development, administrators recruit

1  Student achievement and and educate learners and leaders in
development are improving and partnership with schools
gaps among groups are narrowing | 1  Student achievement and
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teachers and other school staff (Fullan, 2019; Harris & Lambert, 2003; Lambert et al.,
2016; Levin & Schrum, 2017) school boards, superintendents, and other professionals
in the municipal and school offices (Campbell & Fullan, 2019L.ambert, 2003). These
efforts need to occur simultaneously as the different actors take part in school
improvements for the benefit of sustained school changend student learning

3.2.5 Leadership actors at the municipal level and their role in
strengthening sc hool practices

Municipal educational leadership in Nordic countries, including in Iceland, can be
understood as the leadership provided at the municipal level by politically appointed or
elected agents and professionally selected civil servants. Politicafjents are often
mayors in the given municipalities, members or chairs of municipal councils and school
governing boards. Professional agents are civil servants. They can be employees in the
municipal offices working in administration and superintendentsroother specialists,
typically working within the school support services or school offices (Moos, Johansson
et al., 2016). For effective educational governance, both types of agents need to work
towards coherence in policy and leadership practices (Campbe& Fullan, 2019;
Lambert 2003; Louis et al., 2010) between themselves and with school agents and
other community members.

Political agents are usually not specialists in educatioim addition, they come and go

in accordance with the outcomes of politial elections. They are supposed to engage in
longterm policymaking as well as in the financing and administration of education. Yet
their leadership is often distant from the actual schoolwork (Moos, Johansson et al.,
2016). Several research studies indate that local authorities too often lack the capacity
to provide the necessary leadership and support to principals and schools (lkemoto, et
al., 2014; Louis et al., 2010; Campbell & Fullan, 2019). Establishing close working
relationships between politich actors and professional actors helps to tighten their
relationships with each other and with principals and the school level, thereby
minimising the distrust that can arise due to differences in educational visions and
policy (Bottoms & Fry, 2009). Parbf establishing such relationships is that the political
actors value the professional actors and respect their professional judgement. Failing to
do so can undermine the relationship between political and professional agents and
lead to the breaking of tust increasng staff turnover that again can lead to diminished
professionalism at the municipal level (Bottoms & Fry, 2009; Whitaker & DeHoog,
1991).

Among the political actors, the school governing boards, led by a chair, play a central
role in educational governance. Appointed by the municipal council, they oversee
plans and structures, budget models, organisational development and professional
management of quality and outcomes, on behalf of the municipal authorities. They do
this in collaboration wih other policymakers, superintendents and school principals
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(Moos et al., 2014). School governing boards are increasingly being held accountable
for educational quality (Honingh et al., 2018; Nihlfors et al., 2014), although their

authority and accountabity differ between countries, thereby influencing the space

available for exercising leadership (Olafsson & Hansen, 2022). According to Campbell
and Fullan (2019), school governing boards have a key role in improving the school
system at the local level buneed to take more deliberate actions to enhance their own
governance and leadership capacity.

Professional agents at the municipal level are chosen because they have professional
expertise that relates to their working duties. Those working in the muipial offices are
rarely experts in educationper se but might have duties regarding for example,
finances that affect school support services and schooling. Individuals working within
school support services or as school superintendents and in other spdigaroles, are
hired because their area of expertise is believed to benefit education (Moos, Johansson
et al., 2016).

Unlike political agents, the hiring of professionals is (usually) not tied to the comings
and goings of politicians (Moos, Johansson et al., 2016). Superintendents tend to be
the highestranking educational professionals within the municipalities; they ogme the
educational system and are heads of the school offices. In Nordic countries, appointing
a superintendent isgenerally not alegal requirement. Municipalities can choose how
they organke their school support services and the role fulfilled by theuperintendent
can have a variety of names (Johansson, et al., 2016; Moos, Johansson et al., 2016;
Moos, Kofod et al., 2016; Paulsen & Hgyer, 2016; Risku et al., 2016; Sigpdrsson,
2013). This also means that in municipalities where there is little infragtture, i.e., no
school offices or superintendents, political views can overshadow professionalism,
resulting in negative consequences for school practices (Honingh et al., 2018). This is
seen as a weakness in school governance in some Nordic countries (&40 Johansson
et al., 2016; Saeberg, 2008). A Norwegian study suggests that rural municipal leaders
should focus on creating proximity between professional actors, both within the
municipalities and with neighbouring municipalities. To do so, they need to Wild
systemic competence and a purposefully tailored infrastructure, which reinforces
interactions and relationships with and between principals (Forfang, 2020).

In most Nordic countries, superintendents nonetheless still play a significant role in the
educational policy making in governance chain, especially at the municipal and school
level (Nihlfors et al., 2016). From a Swedish perspective, principals and
superintendents themselves see the superintendent as a link between the school leader
and politicians and the top management of the governing body (Johansson et al.,
2016). However, while school governing board members and their chairs in most
Nordic countries feel that they can influence both school matters and the municipal
council policy environment, principals do not feel the same way about school

CHNYy1 gdgC o6HEI OKG O0yS6dKAHgGKA se&¢dK dgadsel yk
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and the schools (professionals) is relatively loose, the coupling between the boards and
administration and top politi@l agents at the municipal level, is a tigler one (Kofod et
al., 2014).

Superintendents in many Nordic countries face growing responsibilities, along with
increased tension between managerial and accountability demands on one hand and
their pedagogical leadership role on the other (Moos, Johansson et al., 2016).
Superintendents in the Nordic countries are often former teachers and/or principals.
This common professional ground helps superintendents to build a trusting relationship
with principals (Johansgyg et al., 2016; Moos, Johansson et al., 2016; Moos, Kofod et
al., 2016; Paulsen & Hgyer, 2016; Risku et al., 2016). However, much of their day to
day work concerns administration, finances and dealing with political matters coming
from their superiors andboards (Johansson et al., 2016). Their leadership role can
therefore be seen as consisting largely of mediating between the relevant educational
legislation, their superiors, school leaders, external stakeholders and their professional
norms (Moos, Joharson et al.,, 2016). Therefore, building trust and positive and
personal relationship with the actors involved is essential for superintendents in
managing their complex leadership networks (Paulsen et al., 2016). Principals
appreciate having a trusting relaonship with the superintendent, being able to seek
their support, feedback or coaching when needed and being able to delegate different
tasks to the superintendent (Johansson et al., 2016).

Both professional and political agents at the municipal levelake responsibilities
concerning educational leadership, all be it in different ways (Moos et al., 2016). As
addressed by various scholars (Campbell & Fullan, 2019; Ikemoto et al., 2014;
Johansson et al., 2016; Moos et al., 2014), in order to maximise theofential at both
municipal and school level to improve education, building internal leadership capacity
and trusting relationshipbetween professional and political agents and between them
and school leaders is of vital importance.

3.2.6 Theinterplay between educational leadership at state, local and
school levels

Researchers have identified a widespread lack of communication and strategic planning
between the state, local and school levels, limiting the potential of schools to provide
students with the best edcation (Campbell & Fullan, 2019; Fullan, 2016; Louis et al.,
2010). Hopkins (2007) has argued that the whole school system needs to evolve
together and build capacity within itself in a systematic and strategic way. Similarly, in
= GGé g GK g >teimprave edycatigndtiegstate and local levels must develop
knowledge and undestanding of system leadershipFullan and Quinn (2016) explain
that to achieve this, capacity building must be created at and between the state, local
and school levels. A cetral theme in their argument is the significance of developing
leaders at all levels in the system.
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However, scholars have found it a challenge to empirically demonstrate exactly how
Gyéedayi Kedj é | adé¢cyrygl Gy ny GKwoddg® lyouist y 1 y K O
2012; Louis, 2015; MacBeath et al., 2018; Robinson, 2007; 2011). Built on longi
tudinal research, Louis (2015) and her team (see also Leithwood et al., 2004;
Leithwood & Louis, 2012; Louis et al., 2010) have provided a framework for how
different ideas about leadership, policies and other practices at state and district
(municipal) levels influence conditions at the school level and student learning. The
framework, shown inFigure 3, published in Louis (2015, p. 9), is a useful tool to
explain the flow between the main levels under study in this research, namely, the
national, local and school levels. It helps put into perspective the complexity of
educatonal leadership practices at the municipal level, how they are seen, how they
interact with the school leadership and are influenced by state leadership, practices and
policies.

The framework assumes that differences in student learning are functions tie
capacities, motivations and commitments of school personnel; the features of the school
and district settings in which they work; and the external environment, such as the
state’s policies. It is assumed that leaders at all levels in the educationaltsgn have a
significant role in identifying and supporting learning, organising social conditions and
mediating external requirements so that schoolwork may lead to student learning (Louis,
2015). In line with the distinction made by Louis (2015), in thistudy the principal is
positioned at school level. Héshe is thus not defined as an agent in educational
leadership at themunicipal level.

Figure 3 (Louis, 2015, p. 9), illustrates how the state and district leadership, policies

and practices interact and influence leadership at the school level, including the school

Gy ety KG tiéedstatd levglKithese can be, for example, legislation, regulations,

curriculum setting and standards, testing, evaluations and funding. At the district level,

many of the same features are involvedvith a focus on the local context and practical
alignmy g | K | €&l Kbj g #d KI'taygl GyeéirgdgCA syé
experiences, such as formal preparation, mentoring and socigdition, also have a

bearing on leadership at the school level, as do student family backgrounds and other

stakeholder grouX K I & ¢ 8K |lyeéodscyr KG | gdRgKa Fgdny 1 |
communities (Louis, 2015; Leithwood et al., 2004).

School leadership, whether formal or informal, helps to build school and classroom

6HgOd| dHgKA | yéedocyr KG 0éj éoal cohynupdy. Sehpdl & Ky ¢
conditions are features such as goals, culture, structures, planning and school
development. Examples of classroom conditions are classroom size, the content and

gél iy #®E dgKli1 -3l dHga |yeodcyr KG fswithe CHCR & ¢
€90 HI| Kddoy KoCEHHGK égad 0GéKKI HRAGKA dgc¢Glygo
professional community includes both direct and indirect influences, although for

simplicity, they are not all shown irFigure 3. For example, state and district features
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State
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Figure 3. Sources of ideas about leadership in education that influence student learning

influence teachers” professional community, school and classroom conditions directly
(Louis, 2015; Louis et al., 2010; Leithwood et al., 2004).

K dGGIFKli1élyad dg | ¢y ¢i1 éGyOrI Ea KdoecHHRG éga
communities, and student familybackground have a direct influence on student
learning. Leadership, on the other hand, tends to have an indirect influence on student
learning by influencing those and other conditions both directly and indirectly (Louis,
2015; Louis et al., 2010; Leithwodl et al., 2004).

Policies at all governance levels aim at facilitating schools as professional institutions
and learning organisations. An important part of this goal is to provide school support
services that support this development of schools.

3.3 Summary

The theoretical background of this study consists of three conceptual fields: educational
policy, governance and leadership.They are approached with the perspective cfocial
constructivism which acknowledges the complexity of both the concepts, their
interaction with each other and the educational fieldin policy and governance the
central notion is the role ofglobal and transnational and national policy, politics and
governance in shaping educational leadership at the local and school levels and the
challenges that modern educational systems face regarding transnational influences
based on NPM. The process of governance is closely connected to the exercise of
power to channel actions of those governed based on legal and vested authoritlyisl
argued that governance needs to happen in partnership with those governed, and
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authorities must see themselves as leaders of leaders, using different sources of power
to exercise influence.

These influences are closely connected to the process of policymaking ahhihappens

in the complex process of translating policies into real actions throughout the different
governance levels of the educational system. Enacting policy requires applying oblique
forms of power and leadership that are often referred to as soft drard governance.

While hard governance relates to policy making through legislative framework, soft
governance, one of the benchmarks of NPM, relates to indirectly influeing j v #j Gy GK
thinking and understanding of themselves and the world. The global inince of NPM

on policies has come up against existing and divergent national policiesA central
argument is thatit is beneficial to addressthis by capacity building and coherence at

the national, local, and school levels where leadership is the catalgétchange.

The educational leadership field, as discussed in this chapter, relates to the important

role of educational leadership, especially that of local authorities, in school practices

égi0 KllFlaygl KG Gyeéeir gdgCA Sy eéiytheKotall and siakej € 6 d| R
levels as well, among both political and professional agents. For that purposi,is

claimed thatthe different leadership agents need to focus on coherence in leadership,
governance and policy within and between those levels.

Being te level closest to the schools themselves, the municipal level plays an important
role in providing educational leadership. 1 is argued that leadership at this level should
be proactive, distributed and shared and should centre on supporting the principsa
and schools to build capacity for improving student learning and enhancing
professional competence. The focus of such capacity buildirig reasoned tobe about
enhandng schools as professional institutions and learning communities with
appropriate support. To deal with this, leaders at the municipal levelould benefit from
exercigng leadership practices such as setting directions, developing people, refining
and aligning the organisation, and improve teaching and learning programmes. The
focus should preferably be on developing leadership capacity within the educational
systemat both municipal and school levels. Finally, in binding the interaction of policy,
governance and leadership practices to the core of schooling, it is important to
understand the sources of leadership within the whole educational system and how
| ¢y Ky dgéGlygoy KIFaygl KG GyeérgdgCA

The research discussed in this chapter has identified challenges to improving local
leadership practices and what municipal educational leadership is, what influences it,
how the differences play out, and how this leadership influences school practices in
Iceland, is mostly unknown. This is the research gap my thesis aims to address.
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4 Aims, research questions and scope of the
study

The aim of this study is to shed light on educational leadership at the municipal level in

Iceland. More precisely, it aims at understanding how leadership practices are shaped

by policies and governance at the national, municipal and school levels, within a global

and transnational context. It further aims to understand how leadership practices are
shaped by the diversity of municipal contexts, and how those practices harmonize with
GFgdoédj eGd]l dyKG GyCéeG HOoGdCé| drRgK Odl ¢ 1ycCe
to understand how municipal leadership influences school practices in relatioa the

various challenges faced by schools. The focus is mainly on understanding municipal
leadership through the practices of the school support services as an important
platform.

The overall research question isHow is educational leadership at the mucipal level
shaped by practices, policies and governance at the national, municipal and school
levels; what characterises this leadership; and haloes this leadershignfluence school
practices?

4.1 The Units

The study considersthree levels of governance: ndonal, municipal and school levels.
Each level has a say within municipal leadershighedding a light onthe complexity of
governing educational systemsAt the national level, the focus is on what educational
leadership requirements and policies are impsed on municipalities and the influences
of policy and governance on that leadership. At the municipal level, the focus is on
understanding its educational leadership practices. At the school level, the aim is to
understand how leadership at the municipdevel influence practices at the school level.
The international level is seen as the wider context, influencing all three levels and it is
acknowledged that each level has interactive influences on one another.

The case study is broken into four researc themes or units of analysis, each with sub
questions that feed into the main questiorin different ways. The two first units
correspond primarily to the national level, the third to the municipal level and the fourth
to the school and municipal level. The units also correspond to each of the four
publications thatwere generated fromthis gudy. The units andheir research questions
are as follows
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Unit 1(Paper 1)g Theorganisation and practiceof educational governance in Iceland at
national and municipal levels; the influences of the main actors; and challenges facing
the educational sgtem.

1 What characterises the mganisationand practice of educational governance at
national and municipal levels in Iceland?

o0 What is the role of the influential actors, including the Directorate of
Education, in the educational system?

o How do these different actors affect educational governanggolicies
and educational practices?

0 What are the main challenges facing educational governance at the
national and municipal level?

Unit 2 (Paper Il)g Theleadership roles aml responsibilitiesimposed on municipalities
by national educatiomal authoritiesin Iceland

1 What educational roles and responsibilities does Icelandic national legislation
emphasise concerning the educational leadership of municipalities?

Unit 3 (Paper Ill)g The educational leadership omunicipal school support services in
Iceland as an agent of educational leadership. This is explored in relation to whether
contextual and structural differences and human resources influence those practices.

1 To what extent do leadership practiceis relation to the school support service
dg E6yGéegn 1yéGyosl Sydl e¢OHHG y| éGA
based on the views of ME&eaders, preschool principals and compulsory
school principals?

o To what extent do the views of ME8aders and principat differ
about thdr leadership practicesin relation to these services?

o To what extent do leadership practices differ, based on population
density, geographical location, the structural arrangements of school
support services and human resources?

Unit 4 (Paper 1IV)g The main characteristics afhe leadership practices of school support
services in seven municipalities in Icelamthat andwho shapeshem and the wayg in
which theystrengthenschools as professional institutions.

f What and who shapeshemurd 6 dj € G Ko ¢ HHG KI | | Hi |
practicesin the seven municipalitie®

1 What are the characteristics ofthe leadership practices?

1 How do those leadership practices contribute to strengthening schools as
professional institutions?

46

GK gz¢

Kyi1 ndd
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4.2 Clarification #¢ | ¢y K| F 0 RGK Ko6H]| vy

Figure 4 provides an overview of the study andexplains how the units are bound
togetherin relaton to the national, municipal and school level

Study overview

Purpose: to map the educational leadership at the municipal level,
what shapes it, its characteristics, and what it means for the schools practices

Local level

National level .
Municipal level

\
A
A

> School level

the organization of
educational governance

in Iceland, including

national agency and

the roles and
responsibilities that
national education
legislation in Iceland

the educational
leadership practices of
school support services
in Iceland, as an agent of
educational leadership at
the municipal level; and
whether contextual and

the main characteristics
of the leadership
practices of school
support services in seven
municipalities in Iceland,
what and who shapes it

other influential actors, imposes on structural differences and and the ways in which it
and challenges facing municipalities in term of human resources strengthens schools as
the educational system leadership influence those practices professional institutions
Unit 1 Unit 2 Unit 3 Unit 4
Paper | Paper || Paper IlI Paper IV

Figure 4. An overview of the study

The units follow one anotherconsecutively. The first two units explergovernance and
the formal structure surrounthg educational leadership at the municipal levelThey
provide the context for the more in depth exploration of actualleadership practices and
interactionsaddressed inthe third and fourth units Unit 1 applies document analysis to
its exploration ofthe Icelandic educational system, governance and influential actors at
national and municipal level. Unit 2applies content analysigo educational legislation
focusing on the policy demands on municipal educational leadershiphow these might
influence leadeship and the extent to which these might mirror recentpolicy
developments at the national level Additionally, both Unit 1 and 2 address the
surrounding international context.

In Unit 3 the focus moves to the actuakducational leadership practices at he
municipal level. Guided by Leithwoody | &2G08;(2KR20) framework of desirable
leadership practices survey data on leadership practices at the school support services
is used to evaluate municipal school support services leadership practic8se views of
MESleaders and preschool and compulsory school principalare analysedin relation
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to whether contextual and structural differences and human resources influence those
practices.

In Unit 4, the focus is still on the municipal level but simultanesly addressesthe
school level. This is done by gathering interview data fronsuperintendents and
department heads at school officegnd principals, on what characterizes educational
leadership practices in seven selected municipalities and how it strengtis schools as
professional institutions.The three first publicationswere published between 2018 g
2022 and the fourth isforthcoming.

The purpose of the study is togenerate valuable insights and understanding of the
characteristics and practices of edcational leadership at the municipal levehow these
interact with governance and policy anchow they can influence school practice. Such
knowledge should make it possible for informed and systematic actiort® be taken at
the national and municipal leveto strengthen municipal educational leadership in a
way that enhances education foall students as well as the professional development of
both principals and teachers. Furthermore, the study generates knowledge that can
hopefully be used to guide educdional governance and policy towards procedures that
better support coherence and professionalism in educational governance and
legislation. Finally, the studyprovides a valuable research platform for further studies in
the field.
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5 Materials and Methods

This chapterdiscussesthe methodology applied in this study. | start by discussing the
epistemology underpinning the study, followed by a description of the methodology
and methods used inthe differentresearch units | clarify how research quality is dealt
with and discussthe ethics and limitations of the studyl conclude by summarising the
main points made in this chapter.

5.1 The epistemological approach

The epistemological stance underpinning thissdy is a social constructionist worldview

(Bryman, 2001; Creswell, 2007). According to social constructionism, meaning is not
discovered but constructed in a meaningful interplay between the individual or
individuals and the surroundings (Bryman, 2001; Gry, 2017). Researchers adhering to

this viewpoint believe that people search for an understanding of the world they live in

and develop subjective meanings of their experiences that are shaped by historical and
contextual situations and social interactior{€reswell, 2007; Hornung, 2015). As these

meanings vary between individuals, the researcher searches for complexity of views,

1 yGRdgC Hg | ¢y jéi1 1 dodjégl KG | gayi1 Kl éegadg
Creswell, 2007), and tends to develop theory basedn those views (Creswell, 2007).

| see social constructivism as an appropriate epistemological approach for this study for
several reasons. Firstly, | see policy, governance and leadership as happening in a
constructivist process. Also, the ways in whiclmeaning is constructed within a social
constructivist approach (Creswell, 2007) fits with my aim of understanding municipal
leadership from a broad perspective. Furthermore, it captures the process by which
actions regarding educational leadership are deveped and understood in an interplay
with gthe specific context in which people live and workd(Creswell, 2007, p. 21). | see
municipal educationalleadership as a multifaceted, contesinked phenomenon that has
diverse meaning for different people: each one brings his or her part to a shared
understanding. This means that superintendents, other participants at the municipal
level and principals can express different viewabout leadersip practices, both within
their own occupational group and between goups. As a researcher adhering to social
constructivism as an epistemology, | take an active part in interpreting the data and
constructing this shared meaning.

As Gray (2017) points out, theoretical perspectives, research approach and research
methods must take notice of each other and of the epistemology applied. On the
spectrum of positivism to interpretivism, my theoretical perspective is rather towards
interpretivism (2017).
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5.2 Case study as a methodological approach

The approach adopted is what is refeed to in the methodological literature as an
embedded singlecase study. Case study is widely applied as a methodology in the
social sciences (Creswell, 2007; Flyvbjerg, 2011; Yin, 2018). Case study allows for
gathering shared and diverse experiences tlhahelp to bring about a more multi
perspective understanding of the case in specific contexts (Lauckner et al., 2012; Stake,
2005). Case studies tend to be of qualitative origin. Howeveryarious methods are
often used, including quantitative methods suclas surveys, in order to gain a more
holistic understanding of the phenomenon (Silverman, 2010; Yin, 2018). The research
design also fits with Yin’s description of an embedded singlease study where data is
gCélecyrya KRK|IyGeéel doelGGRRICY HIGE & @ dH Ky HGY £yW@KR
51). These units are subunits within the defined case (Yin, 2018). In this study, those
units concern educational leadership at the national, municipal and school levels.
Gathering data on the units from different viepoints and origins, in consecutive
sections, feeds into the holistic picture of the defined case of municipal educational
leadership in Iceland.

Case studies are often situated within the constructivist and interpretive paradigm as
they involve constructig the meaning of the phenomenon under study by seeking out
various perspectives. What | set out to do was to look beneath the obvious and seek in
depth knowledge and understanding of the caserather than to seeing to establish
generalisations.In line with constructionism, interpretivism seeks a construction of the
dzK #6 dieF Qd& ygj A t TK Gi1dnyg o6R 8FGlli1e6G ega ¢d
for a research approach that is inductive rather than deductive in nature (Gray, 2017).
Furthernore, | situate myself within the critical research spectrum (Terry et al. 2017) as |
sought to examine dominant patterns of meaning and see language as creating reality
rather than reflecting it. This falls well within constructivism, as it acknowledgeasttthe
way in which one understands the world and constructs meaning is personal (Madill et
al., 2000). This also means it depends partly on the beliefs and expectations of those
involved. As a result, it makes way for multiple truths regarding the subjestudied
(Bunge, 1993). This is relevant in this research as the intention was to look at municipal
educational leadership from different angles and different viewpoints, allowing the
different truths of, for example, superintendents and principals withithe same and
divergent municipalities, to build a broad understanding of the phenomena.

Quantitative and qualitative research have been viewed as based on two opposing
theoretical paradigms, interpretivism and positivism, and thef@e, as being
incompatible (Creswell & Creswell, 2018; Gray, 2017). However, in recent years, an
increased number of researchers have argued for the use of a mixed method
perspective, combining qualitative and quantitative data (lvankova et al., 2006;
McChesng/ & Aldridge, 2018). It is argued that a mixed method approach allows for
more persuasive research findings. This is because it allows the scope and patterns of
the phenomenon to be defined while at the same time, telling the story of how it
manifests in aily life (SpalterfRoth, 2010). Thus, the appeal of mixed methods is that it
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allows for an integration of both qualitative and quantitative approaches; as a result, the
final product becomes more than the sum of its quantitative and qualitative components
(Bryman, 2007; Teddlie & Sammons, 2010). Based on this, | decided to integrate
quantitative data into my study. | see my use of quantitative data not as opposed to the
main interpretivist paradigm but rather, as feeding into the understanding of the whole
case.

wKdgC & o6éKy KIFTOR dK ¢g#Hl KHGYGR & Gyo6dKdH

oc el dK | # 6y KlladyaoH g=GRnoyi Ca 32zza
requires defining the boundaries of the phenomenon or the social processes under
study (Creswell, 2007). In this study, the case is educational leadership in Iceland at the
municipal level. The case study approach allows for an imlepth examination of
municipal educational leadership from different angles and the perspectives of difent
actors, as well as looking at how these interact with the state and school levels. In line
with this, | consider my case study to be intrinsic (see Yin, 2018), as the primary
interest is to gain a better understanding of municipal educational leaddip in one
country rather than generalizing to other countries. Although my primary purpose was
not theorybuilding, | wasopen to the possibility of developing a theoretical framework
later in the research process (Stake, 2005). As case studies are adaptirather than
closed, they allow for changes during the research process, as long as they are in line
with the theoretical perspective (Yin, 2018). | adopted a crosectional approach, as |
looked at municipal educational leadership at one point in timerather than how it
might have changed or developed over a longer period (Gray, 2017). At the same
time, a certain amount of historical context surrounding municipal educational
leadership in Iceland was essential in order to position the crossctional acount.

5.3 Research methods, data collection, and analysis

The main body of research data was generated using qualitative research methods.

i A

gleGdl el dny 1yKyei8& ¢dl K OyG6 Odl & | EdK Kl

involvement in a dialedc between the research questions and the data at hand. It
strives to make sense of and understand phenomena as they are truly practiced. In this
research, | sought to understand the explicit context that lies behind the phenomenon
under study and be awareof and open to the numerous roots of every incident.
Qualitative methods allow for new evidence to shape and change the research
guestions or the course of the research (Braun et al., 2018). However, in order to gain
a more holistic understanding of the penomenon, other methods are also used,
including a survey (Silverman, 2010; Yin, 2018)Figure 5 provides an overview of the
data collected for each unit of the study.

The different methods were applied almost consecutively, following the course of the
four embedded units of analyses. For each unit, research questions were defined and
|l ¢yg ¢ya dglHA | ¢y KIFTORGK Gédg I lFyKI dHg
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Unit 1 unit 2 unit3 Unit 4
Document analysis > Cantent analysis > National survey > Cross-case study
Data Data Data

Existing research, national Legislation regarding compulsary Questionnairies
legislation, reports at transnational-, schoal and municipal educational 10 all superintendents or
state- and local levels, social- and leadership. municipal leaders/mayors, and Documents on educational policies

traditional media, on school preschool and compulsory school and practices at municipal level.
governance and practices. principals in lceland Interviews with superintendents and
department heads at school offices.
Interviews with 1-2 principals in each
municipality:

Data
Seven municipal cases.

Figure 5. Data collected by Units

As described in prevous subsections, over the course of the study, the perspective
gradually moved from wide to narrow. Units 1 and 2 constructed a basic knowledge of
educational governance and the policy environment at the municipal level and helped
to situate municipal eduational leadership within the Icelandic context.

Building on Units 1 and 2, a closer lookwvastaken at the municipal level nationwide in
Unit 3, based on responses from both municipal and school leaders. In Unit, 4n
attempt was made to understand this ladership in more depth by examining seven
municipalities in more detail. Through bringing all the subunits together,| was able to
construct an indepth understanding of how municipal educational leadership is
manifested in Iceland and how it interacts with the school and national levels. Each
publication corresponds to a unit in the embedded case study and is intended fam
internafonal audience.

Data for Unit 3and part of Unit 4 wasgathered in collaboration with a research group
at the University of Akureyri, my workplaceThe group goes by the nameResearch
Group on SchoolSupport Services(i. Rannséknarhopur um skdlapjénustult has been
conducting researchin the settings andon the practices of municipalityschool support
services for a number of years. Its focus has been on the ways in which local authorities
fulfil their legitimate duties regarding securing support service for schools. This
research group was established around the same time that | was planning my data
gathering for Units 3 and 4. As its focus overlapped in some ways with the research
plan for my doctoral study, | was invited to participateThe questionn&re and the
interviews at the municipal level wre therefore included in my research design.
Participating in the research group also had economic advantageas the group had
already secured grants for data collection and part of the analysis. | took pant
conducting most of the interviews with the school office superintendents and the
department headsin five municipalities Below, | describe the units in more detail in
terms of aim and methodology.

5.3.1 Unit 1: Document analysis

Unit 1 was the broad starthg point of the research, providing the background and
context for municipal educational leadership in Iceland. Its ainwas to provide an
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overview of the educational system and influential agencies at the national lewhls
would then generate knowledgeabout the organisation of educational governance at
the national and municipal levels. In addition, the analyseswght to identify influential
actors in the governance chain & well asrecent developmens. These includedpolicy
and political shiftsin relation to the Directorate of Education and ongoing challenges in
the education system that have influenced the structure and policies of education and
therefore, inevitably, educational leadership at the local level. Theverall aim was to
capture the situdion as it is today.

To build the contextual background for further studydocument analysigBowen 2009)
was applied. As Bowen (2009) points out, documents analysis is often used in case
studies, not least when applying mixed methods and when building aontextual
background for further study. Thus, it fits well both within my research design and the
aim of the unit. | systematically searched for, read and summarized a wide rangetekt
documents. The aim was to identify and understand important concepis the
documents that showed educational policy emphases and to gain an overview of
educational governance and the challenges therein. The documents included national
legislation and regulations; bill drafts from the establishment of the Directorate of
Education; other policy documents on educationapolicy at national and municipal
levels; reports produced at the transnational, national and local levels; state audits since
the transfer; debates and discourses on social and traditional media from aroundeth
time of the establishment of the Directorate of Education to the preserind prior
literature concerning the matter

5.3.2 Unit 2: Content analysis

In Unit 2, the emphasis was on the state level to provide insight into how the state
pursues municipal educatnal leadership through legislation. The aim was to explore

educational governance in Iceland by identifying the roles and responsibilities that
national legislation imposes on municipalities in terms of educational leadership at the
compulsory school leve This was examined through identifying significant educational

leadership practices as well as policy and recent political developments concerning
educational governance in Iceland.

A qualitative content analysis approach (Lune & Berg, 2017; Schreier, PB) was used
to identify the roles and responsibilities that the national education legislation imposes
on municipalities in terms of educational leadership. Content analysis is a thorough,
systematic investigation and interpretation of specific materiab tidentify patterns,
themes, biases and comprehensions (Berg & Lune, 2012).

All regulations referred to in the Compulsory School ActNo. 91/2008) were read

through, and eight documents of particular relevance to the study, were chosen for
further examindion (Table 3). The analysis focused on a designated aspect in the data,
defined by the research questions outlined for the unit (Schreier, 2012). This approach
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Table 3. An overview of main legislative documents under study

Compulsory School Act No. 91/2008

Icelandic National Curriculum Guide for Compulsory Schools:

With Subject Areas (Ministry of Education, Science and Culture, 2014,
originally published 2011)

Local Government Act No. 138/2011

Regulation on Compulsory School Pupils with Special Needs No. 585/2010

Regulation on Evaluation and Inspection in Compulsory Schools and
Municipal Councils Duty to Inform on School WorlNo. 658/2009

Regulation on Responsibilities and Obligations of the School Community in
Elementary Schools No. 1040/2011

Regulation on School Housing and Playgrounds No. 657/2009
Regulation on Specialist Services of Municipalities for Preschools and

+HG] | GKHI R mdeHHAGK éga fljdGKG oy Gé
584/2010

Rules on School Transport in Compulsory Schools No. 656/2009

allowed for latent meanings in the official documents under study to come to the fore,

thus paving the way forinterpretation of how municipal educational leadership can be

described, even if the concept itself is not mentioned in the documents (Schreier,
y223XKA sé¢y |lyeel OéK éegéeGRKydn | H Kyéise &Hl
dzGy é Gy 1 K& dj GA he lpbrpach nhedné that mew éhkndes relevant to the

research questions could emerge from the documents (Lune & Berg, 2017).

During the coding process (Berg & Lune2012), ten themes were generated that were
then reorganised and developed into six categoriesl) to provide comprehensive and
inclusive education for all;2) to provide housing, facilities and structure3) to evaluate
the schoolwork and make it public4) to develop educational policy and follow up on
it; 5) to support professional and school development that improves teaching and
learning; and6) to provide support to studentswithregard to learning and
general wellbeing.

Results from Units 1 and thformed the design of Units 3 and 4 such asthe design of
the questionnaire andthe choice of the municipalities.

54



Materials and Methods

5.3.3 Unit 3: National survey

In Unit 3 the viewpoint moved from the state level to the municipal level. The purpose
was to shed light on the educational leadership practices regarding school support
services at the municipal level in Iceland, from the point of view of actors from both

municipa and school levels. A further purpose of conducting the survey was to provide

an explanation for how those views might be shaped by four factors: the structural
arrangements, human resources of the services, population density and geographical
location.

Data was collected at the municipal level through sending an electronic nationwide
survey to the main educational leadsrresponsible for school support services in each
municipality and the school principals. As discussed in Chapte2, school support
KyindéyK GeéEy I ] & KdCgdcé¢doegl j é1 | HE
The individuals who oversee these services are most likely to be the educatideaders

at the municipal level. Accordingly, it was decided to reach out to these individuals in
each municipality- superintendents if applicable, and if not, mayors (hereafter referred
to as MEY.eaders) - in order to gain an understanding of municipal leadership
practices.

For a more holistic understanding of school support service leadership practices,
preschool principals and compulsory school principals were included in the survey.
This was important as the views of those who provide support sengcat the municipal
level have been shown to be different from the views of those who receive it at the
school level (Bottom and Fry, 2009).

Permission was obtained from each municipal authority. Of the 72 municipalities
contacted, 58 gave permission forhe questionnaires to be sent out by responding to
an email. In the other 13 municipalities, no answer was received and thus they did not
participate in the study. In total, 45MESleaders received the questionnaire, of which
32 were superintendents and 13vere mayors. The acceptance rate and response rate
in municipalities without any superintendent was far lower than in other municipalities.
This group is therefore tle least represented in the study and tends to represent
municipalities with fewer inhabitats. Table 4 provides an overview of the sample,
responses and response rate.

As mentioned earlier, the questionnaire was developed with a research group
conducting research on the settings and practices of municipality school support
services. It consigd of 75 main questions and sukluestions and statements. Most of
the questions were closed but fourteen were openThe themes of the questionnaire
were: 1) the emphases stipulated in school support services policies; 2) the emphases
on services to supportstudents,parents, teachers and principals, including counselling
at the school level;3) cooperation with various stakeholders, organisatiormnd the local
community; 4) challenges regarding inclusive school policiesb) employee conditions

at school offices;6) and various municipal educational leadership practices.

55



Sigridur Margrét Sigurdardottir

Table 4. Overview of participants and response rates

" Response
Participants Sample Responses
rate
Educational leaders at thenunicipal level,
. ) P 45 36 80%
superintendents/mayors/offices department heads
Compulsory school principals 170 101 59%
Preschool principals 224 130 58%
Total 439 267 61%

Questions and statementsused in this study were selected based on how well they
informed the four categories in the framework (Leithwood et al., 2008) setting

directions developing people refining and aligning the organisatipnand improve

teaching and learning programmegqAppendix A). An exploratory factor analysis was

applied to identify clusters of variables within each category that related to each other

(Field, 2017) and to identify questions that did not fit in. All the questions and/or
statements used were on a foysoint ordinal rating scale; e.g., grongly agree agree,

disagree or strongly disagree Additionally, respondents could choose al #§ G| EgrO
option. Each question was given a value ranging from 0 (e.g., strongly disagree, don't

know) to 3 (e.g., strongly agree.

Internal consistency for the 33 questions identified in the factor analysis was estimated

Odl ¢ +1 Hgo6eéeoecGK &GjeceA OHGGHgG o1 dl yi1 dRg ¢ #HI
higher which can be considered sufficient (see Field, 2017). The internal consistency

for the subscales was well above this threshaldvith the alpha ranging from 083 to

0,90. The measurement scales for the four different aspects of leadership were

obtained by adding the responses to the relevant questions and the range of each scale

was then adjusted to run from Q10 (taking into account the different number of

questions behind each sukscale). The overall scale for strength of leadership was then

constructed as themean score of the different sukscales (running also from @ 10).

Table 5 illustratesdescriptive information on scales, means, standard deviations and

number of respases (n) for each sukscale, as well as for the overall leadership scale.
ltalsoK ¢ HOK +1 Hgoée6cGK éeGjceceé ¢HI yeoc HE | &y Gye

1dééyrygoyK dg wejekpakspduying th& BGreendidfgredtkoccupation

positions presented (i.e. MESleaders, compulsory school principals and preschool

principals), population density, geographical location, school support service structural
arrangements and human resources ithe school support servicesA one-way between

groups analysis of variance (ARVA) was used to determine any statistically sigrdant

differences between groups on the independent variables (the threshold for statistical
signiycance was set aj = 0.05). Where the independent variables consisted of more

than two groups, a posthocy KI  §sl EyRGK Cml1K OéK | Kyd | #H Q@
were signiycantly different from one another (Field, 2017).
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Table 5. Desriptive statistics for accumulated values of each leadership sdale

Leadership Number N/n Mean SD Min. Max. Average Cron-
categories of mean 6é0
quest. alpha
Setting directions 6 268/203 1.78 065 0 3 1.78 0.83
Developing people 7 268/209 0.94 062 0 3 0.94 0.86
Reyning and 10 268/230 1.10 061 O 2.90 1.08 0.88

aligning
the organisation

Improving teaching 10 268/209 1.02 062 0 3 .99 0.90
and learning
programmes
Total of framework 33 268/203 1.20 055 6 295 1.20 0.89

The questionmire was in Icelandic. For publication purposes, he questions and
statements usedvere translatednto English by me and validated by my cauthors.

5.3.4 Unit 4: Multiple case stud y

The purpose of Unit 4 was to shed light on the main characteristics of leadership
practices of school support services in seven municipalities in Iceland, what and who

shapes them ad the way they strengthen schools as professional institutions.

Acrossb e Ky 6éKy K| IFaR OeéeK éjjGdyaa Odl ¢ |¢cy é
2006, p. 8) of municipal school support service leadership practices. Such research

seeks in a systematiway to gather informathn on a certain phenomenon or aguintain

(a main case) by looking at multiple cases that each contribute towards the
understanding of the quintain (Stake, 2006). The approach falls within the qualitative
paradigm, is inductive in nature, and is congruent with the overall methodological
approach of the overall study.

The themes (research questions) of the study were identified as being a search for 1)
the main contributors to educational leadership practices at the school support services
2) what characterizesthese leadership practices and 3) to understand how those
leadership practices influence schosl as professional institutionsTo capture the
patterns and differences in leadership practices, seven municipalities were chosen that
represent municipalities of varying sizes in different partef the country and with
different forms of school services.

The data for Unit 4 was gathered in three steps. First, data was obtained from policy
documents about the school services that were published on the websites of the seven
municipalities chosen asases. This included information about the activities and

policies of the respective school offices and school support services. This information
was collected in 20192020. Second, data was collected by interviewing
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superintendents and department headat school offices in the five municipalities The
number of interviews depended on the size of the municipality and the complexity of
the school service.

Third, data was gathered by interviewing compulsory school principals in seven
municipalities and their perspectives used to understand leadership at the municipal
level which is provided by individuals from the political and professional domains. In
municipalities with more than two schools, principals were selected for participation.
The interviews withsuperintendents and department headsand one principal, were
conductedin March and May 2019 in person. They were taken by teams of two, by me
or other team members in theResearch Group on School Support Servicefterviews
with the other principals wee conducted in December 2020, by me. Due to Covidl9
they took place on TeamsTable 6 provides an overview of themunicipalities, their
population, form of school sevices, the interviewed, and the interview length. A total of
20 interviews were conducted with 21 participants. All were planned as individual
interviews but in case A the superintendent requested that a department head joined in
the interview.

Interviews with all participants were semstructured. The same protocol was followed
(Appendix B) when interviewing superintendents and department headat the school
services, although questions varied to some extent, depending on tlentextand the
job position of the interviewee. The protocols were designed to get information on
more context specific aspects as a follow up om the questionnaire that had already
been sent to MESeaders and principals(see Unit Ill) The framework(Leithwood et al.,
2008) presented in Table 1 also partly guided the construction of the interview
guestions. When interviewing the principals, the protocol was adjusted for a follow up
on the interviews that had already been conducted with the school support services staff
(Appendix C).

The data was analysed according to a crosase analysis process (Stake, 2006) and
both commonalities and differencesighlighted in each unit that could contribute to the
understanding of the quintain. An analysis synopsis was generated wherach case
was identified together with key information sources and context information; the
situational constraints and uniqueness among other casesreidentified in relation to
the research questions. This process made it possible to build robust knedgje on the
educational leadership in each studied municipality. Therefore, the variance created
between them due to different contexts could be explored, which helped in developing
an indepth understanding of municipal educational leadership in Iceland.The
interviews were all in Icelandic as were the analyses. When written into the diatfticle,
they were translated into English by me and the translation was validated by my
supervisors.

The study was conducted in accordance with the Act Data Protectiand the
Processing of Personal Data No. 90/2018. In municipalities with school offices, the
superintendents were contacted and asked for permission for the municipality to be
included in the study. The interviewees signed an informed consent to participatethe
study (see Appendix D and E)
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Table 6. Owerview of municipalities, forms of school support services, and interviews

Municipal Approx . | Type of school support Interviewed, a Length
cases number service total of 21 in in
of inh. 20 interviews minutes

A 130.000 Own school office with a Superintendent 1
superintendent with extended with Department
responsibility and permanent staff. head 1 64
Part of the service delegated to the | Department head 2 | 58
welfare department that organises Principal 1 54
the service at five centers, each run | Principal 2 62
by a department tead.

B 20.000 Own school office run by a Superintendent 1 77
superintendent with extended Department head 1 | 69
responsibilities. Permanent staff and| Principal 1 74
department head, service Principal 2 50
agreements with otheentities.

C 10.000 Own school office run by a Superintendent 1 58
superintendent with extended Principal 1 44
responsibilities. Permanent staff and| Principal 2 65
department head.

D 3.500 School office in form of regional Superintendent 1 49
cooperation run by a Department head 1 | 30
superintendent. Permanent staff. Principal 1 41
Additionally, an own superintendent
at municipal office.

E 1.500 Own school office run by a Superintendent 1 57
superintendent with extended Department head 1 | 51
responsibilities. Permanent staff and| Principal 1 51
department head. Principal 2 42

F 1.000 No school office, superintendent Principal 1 65
with extended responsibility at
municipal office. Theservice partly
bought from private entity.

G 450 No school office nor superintendent. | Principal 1 54
The service partly bought from
private entity.

5.4 Validity and reliability

The quality of a research study refers to notions of validity andliability and can be
addressed in multiple ways depending on methodological approach (Cohen et al.,
2000). Validity refers to how true and correct the picture is that the researcher draws of
the phenomenon (Hitchcock & Hughes, 1995) and the reliability fothe replication
possibility of the study (Cohen et al., 2000).

One of the validity strengths of case studies is the use of multiple sources of evidence
(Yin, 2018). In this study, different types of data were used to construct an
understanding of municpal educational leadership. This does not necessarily mean that
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each unit of analysis provides a triangulation of the next one, but rather that it feeds into
the main case to construct a holistic understanding. However, a triangulation is
provided in and between Units 3 and 4 by generating data from both superintendents

and principals and increasing the depth of the analysis between the units. This supports
the construct validity of the study (Yin, 2018).

The aim of this study was not to generaé about municipal educational leadership in
other countries and therefore has little external validity as such (Yin, 2018). Yet it should
provide ideas of important issues to consider regarding municipal leadership in other
countries (Lune & Berg, 2017). Br external validity in this research, it was important to
purposefully select different municipalities that represent the differences between them
to gain a holistic understanding of the phenomenon (Yin, 2018, p. 55).

As a researcher, | played the mainale in ensuring the quality of the research (Yin,
2018). Following the constructivist paradigm, it was important to be aware of how my
beliefs and former experiences, both in the research field and in doing research, might
influence the research quality.tlis important to be mindful of systematically working
against those subjectivities (Braun et al., 2018). Methods to address such issues in
gualitative research include systematic data collection, triangulation when possible, and
comparing findings with the findings of others all these methods have been applied in
this study.

My former experience as a teacher, principal and researcher can also be seen as
beneficial to the study, since these experiences informed the construction of the
research, helped meto recognise patterns and interpret answers. Furthermore, my
experience of conducting case studies and working with a range of data types
generated in the study benefitted both the richness of the data generated and depth of
analysis (Yin, 2018).

This research was conducted in an Icelandic context and by an Icelandic native speaker
but is presented in English. Sometimes translation had to be done from Icelandic to
English, which could cause biases and open up the possibility of meaning getting lost
in translation. To address this challenge, the translations were discussed with
supervisors and cauthors.

Reliability refers to whether it is possible for a different researcher at a later point in
time to repeat the same study and come to the same conclusighthough this is rarely

a possibility in case studies due to their nature, not the least in a small country case like
Iceland, it is important to get as close to this ideal as possible (Yin, 2018), particularly
as ensuring reliability is considered fundamntal to validity (Cohen, Manion &
Morrison, 2000). In this research, a thorough and systemic documentation of the case
study procedures has been provided (Lune & Berg, 2017) and kept in a protocol, and
data maintained together in a database (Yin, 2018).
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5.5 Ethical issues

All research deals with questions of ethics, and ethical issues arise at every stage. They
cannot be overlooked as they relate directly to the truthfulness of a study and the
concerned disciplines. Ethical issues typically address four areashether harm comes

to participants, informed consent, invasion of privacy, and deception (Bryman, 2001).
In this research, different ethical issues arose in the different units of analysis
depending on the different nature of the data collection. In Urstl and 2, which build

on analysing documents accessible to everyonethere were few ethical issues.
Nevertheless, those documents are written by people, some in their own names.
Consequently, it is important to treat those in a way that allows for criti@nalysis, but

at the same time maintains the dignity of the owner of the discourse.

Unit 3 consists of a quantitative survey. In that case, emphasis was put on constructing
the survey with basic background questions that would not reveal the identity tbke
respondents and would ensure that the research was untraceable to those who
answered. The most challenging ethical issues ase in Unit 4, as an indepth data
search in each municipality required gathering information from individuals who should
remain anonymous. This was particularly challenging as there is, for examplesually
only one superintendent in each municipality. Furthermore, some of the municipalities
are so distinct that it was a challenge to describe them without someone recognizing
them This is especially true for the biggest municipality, as there is only one quite like
that in Iceland in terms of population and structure. Thus, it can be recognized. To
minimize the recognition of individuals in that case and other cases, the sex ofeth
interviewee was not mentioned and the framing of sentences carefully concealed
individual schools, principals and staff in the school support services.

All interviewees received an informed consent sheet where the procedures and
purpose of the researchwere outlined. They were informed about their anonymity, their
freedom to withdraw from the research at any time, and the possibility of contacting the
researcher for further information. The municipal leaders (superintendents and
department heads)were primarily interviewed under the badges of the School Support
Service Research Group and the principals under the badges of this doctoral research
Thus and because the interviews with the principals were partly built on the information
gathered in the forme interviews, there were two consent forms, one foMESleaders
(Appendix D) and another for principals (Appendix E). Both the participating
municipalities and the interviewees are given pseudonyms (Cohen et al., 2000). The
case study followed the protoca provided by the Icelandic Data Protection Authority
and ActNo. 90/2018 on Data Protection and the Processing of Personal Data.

5.6 Summary

My epistemological stance is based on the social constructionist worldviewhe
intention was to look at municipal edaational leadership from different angles and

61



Sigridur Margrét Sigurdardottir

different viewpoints. This allowed for different truths to emerge, for example, those of
superintendents and principals within the same and divergent municipalities, to build a
broad understanding of the phenomena. Apart from describing educational leadership
in Iceland, the aim was to critically examine the influences of different policy
levels/stakeholders on leadership. Tik allowed for a critical examination of the power
of transnational and national policyat the municipal level and the municipal educational
leadership. As the main purpose was to map and understand municipal educational
leadership, within the complexity of the governance educational system and policy
enactment,an inductive research approactwas applied.

The study is defined as an embedded singlease study in that it constructs a holistic, in
depth understanding and knowledge of educational leadership at the municipal level.
As the primary interest was to gain a better understanding of muwipal educational
leadership in one country rather than to be able to generalize to other countries, it is
also an intrinsic case study. In line with the embedded case study, data was gathered
systematically from different units of analysis at the natidnacal and school levels.

The main body of research data was generated using qualitative research methods.
Nevertheless, gaining a holistic understanding of the phenomenon under study
requires multiple sources of evidence and in the case of this resedrca quantitative
survey was also used. The different methods were applied more or less consecutively,
following the four embedded units of analyses. For each unit there was a set of
research questions that fed into the main question and an overall undarstling of the
case under study. The research moves gradually from a wide perspective to a narrow
one. Units 1 and 2 concern the national level, where Unit 1 is a background study of the
educational governance structure in Iceland and Unit 2 is a comte analysis of
legislation. Unit 3 mainlyfocuses onthe municipal level and is built on a survey sent to
superintendentsor municipal councilors and principals. Unit 4 is an indepth cross
case study of seven municipalities; it is based on a document analysis as well as
interviews with the superintendents and department heads at school offices at the
municipal level and principals in schools.

As a singlecase study, the research does not capture all there is tknow about
municipal educational leadership. Still, it provides a holistic picture of municipal
educational leadership in Icelandwithin the complexity of educational governancend
policy. This can be used to improve educational leadershignd coherence for the
benefit of school practicesand inclusive education,as well as a foundation for further
research on the topic.
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6 Results

The results of this study are presented in three published papers and one dyzdper,
correspondng to the units within this embedded casstudy. Together, the papers
depict educational leadership at the municipal level, especially relating to what shapes
it, its characteristics, and meaning for school practices. In the following, their input to
the study is clarified and the main outcomes presented.

6.1 Paper| g corresponding to Unit 1

Paper |is the broad starting point of the research, providing the background and
context for municipal educational leadership in Iceland, usingocument analysis.The
chapter sets out to explore development in educational policies in Iceland, especially
changes in governance during the last 2 years and the establishment and role of the
current national agency, i.e., the Directorate of Education. Furthermore, it investtga
who the main players in the field are and explores the major challenges that affect
educational governance in Iceland.

The chapterdescribes the challenges facing the governance system such as teacher
shortages, balancing quality assurance, managingugiculum implementation, and
providing school support service and professional support at the municipal and school
levels. It argues that despite those pressing challenges, the main challenges are
political instability and ideological disagreement. Althogh rooted in the Nordic model

of education, NPM emphases in policies, together with instability in educational
governance, haveundermined the educational systemA part of this regards the public
debate concerning the establishment, actions and purpose dfie new Directorate of
Education, whch needs to (re)gain trust from the municipal and school levels. The main
challenges in educational governance are therefore to unite the educational field
around a robust education policy. For that purpose, it is argd that the state level must
take more responsibility to support the work of the local and school levels.

6.2 Paper Il g corresponding to Unit 2

Paper Il narrows the focus to the actual leadership practices by offeringsights into
how the statepursues muncipal educational leadership through legislationThe study
applies qualitative content analysisThe aim is to explore educational governance in
Iceland by identifying the roles and responsibilities that national legislation imposes on
municipalities in erms of educational leadership at the compulsory school level. This is
examined regarding significant educational leadership practices as well as policy and
recent political developments concerning educational governance in Iceland.
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Paper llreveals that plicy aims with regard toeducational leadership of municipalities
are opaque in current national legislation. Nevertheless a desired approach to
municipal educational leadershipis apparent thataims to build infrastructure that
supports the principal and the teachers in theischoolwork Vague definitions and
explanations of responsibilities between state and municipalities allows space for the
municipalities to pass responsibility to another party. Thican diminish the capacity
development of the people involved. Current legislation shows an emphasis on
traditional Nordic educational values but NPM and transnational influences are
increasing It is argued that the educational system is quite dependent the political
emphasis at any given time, making it difficult for both municipalities and the state to
facilitate a cohesive leadership. It is suggested that closer attention be given to
coherence about policy, leadership and actions between the statepunicipal, and
school levels as well as within each leyeind on municipal educational leadership

6.3 Paper lll g corresponding to Unit 3

In Paper lll,the viewpoint moves from state level to municipal levelResults fromPaper

I and Il informed the design ofthe study and data was gathered with guestionnaire
The aim is to shed a light on the educational leadership of school support services at
the municipal level in Iceland, as an agent of educational leadership at the municipal
level. This is explored from the perspective of MESleaders and preschool and
compulsory school principals and in relation to whether contextual and structural
differences and human resorces influence those practicesThe leadership practices
are measured agaista framework ofdesired leadershippractices

The results indicatethat there isspace for considerable improvement of the various
leadership practices regarding school support services at the municipal level in Iceland.
The school support services prade limited support and leadership regarding the
professional development of teachers and principalssupport to new teachers or
support for reyning and aligning pedagogical and assessment work. Geographical
location, population density and the structurarrangements of school support services
do not seem to make much difference in leadership practicegut human resources do.
The findings indicate that within the biggest municipalitythere are structuralbarriers
above that of the other municipalitieshtat might work against their advantages of having
better access toqualified staff.

It is suggested that municipal authorities should purposefully work towards
improvement in their leadership practicesand engage more in, for example, the
development of piofessional capacity within school support servicelt is important that
the state cooperats in ynding appropriate solutions, especially in rural areas. There is
a difference in views between ME®aders and principals that indicates a different
understanding of what school support services leadership should consist arid aims
for, suggesting alack of dialogue and mutual trust. A stronger focus on creating a
shared understanding and proximity between the municipal and school levels regarding
the development of leadership in this domainis suggested.
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6.4 Paper IV g corresponding to Unit 4

In Paper 1V, the viewpoint remains at the municipal level but narrows down to seven
municipalities that were chosen as cases to understand in more depth leadership
practices at this level. The focus moves also to the school level and the article takes into
consideration how those leadership practices influence school practices. h@
characteristics ofmunicipal leadership practicesare investigated in different contexts,
using the school support services as a lenas well aswho shapesthis leadership anl
the ways in which it might strengthen schools as professional institutianshe emphasis

is on the influence of both political and professional actors on this leadershifpata
consists ofinterviews with peoplein the school support services and with principals
and of documents from municipalities homepages regarding policy emphasis and
practices in school support servicesA crosscase analysis was used to identify patterns
and shapes of tlese leadership practices.

The study found that leadership practices in schbsupport services are generally
poorly developed, although there are differences between municipalities. One
municipality stood out as having the most developed leadership practices. This seemed
to be connected to a decade of stability in educational paly and to having a
superintendent with a clear and schoebriented vision for the school support services.
Furthermore, unlike most other municipalities, the superintendent had systematically
applied the working procedures of a professional learning commmity while developing
the educational system within the municipality. In some of the other municipalities,
when a political agent or a professional agent took action, lack of consistency and the
absence of a systemic approach to policy and leadership tendeto undermine the
impact of their efforts. A contributing factor was also difficulties in attracting people
with the right skills, especially in remoter municipalities. Also, there was limited
emphasis on capacity building in the school offices. Adding tahis is that the direction
within school support services tends to be focused on providing clinical support to
students. This is reflected in leadership actions that do not conform with desired
leadership practices that emphasise schobased consultancy and support for
professional capacity building. The findings indicate that when municipal educational
leadership practices resembled desired leadership practices, principals were more
content with their municipal authorities, superintendents and the suppdhey and their
school received. In these instances, principals were able to articulate more clearly how
they were working in partnership with their superiors on developing their schools as
professional learning institutions.
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7 Discussion

The aim of this study was to shed light on educational leadership at the municipal level
in Iceland. The researctexploreshow educational leadership at tts level is shaped by
practices, policies and governanceat the national and school levelsvithin a global and
transnational contextwhat characterises this leadership; and hovt influences school
practices In this chapter the findings from Papers g 1V are examined and discussed in
relation to the contextualand theoretical backgrounds and literature presented in
Chapters1, 2 and 3. The discussion is divided into two sectionswhich in turn are
divided into subsections. Sectiory.1 discussesthe governance, policies and leadership
practices at the national levebnd how they shape municipal leadershipSection 7.2
discusses educational leadership at the municipal leveind how it shapes school
practices As the issues raised are intertwined, there are some overlaps between
sections. | address the overall findings of this doctoral studby referring to it as the
study or my study When | address findings pertaining to one of the publications
generated by this study, | refer to it as Paper followed by its number.

7.1 National governance, policies and leadership

This subsection discusses how policy enactment, gomance and leadership of the
educational system in Iceland influence and shape municipal educational leadership
and its consequences for school practicesThis is discussedn relation to four areas 1)
nationalgovernance and policy enactment in the eduden system in Iceland, 2) global
policy influences and instability at the national level, 3) the limited leadership capacity
at the national level and 4) the importance of transparency and cooperation concerning
leadership practices.

7.1.1 National governance a nd policy enactment in a decentralized
education system

For over 25 years,the focus of national policy and governancein Iceland has been
decentralisation in the educational systemThe biggest step was the transfer of
compulsory schooling from stateéo municipal control in 1996. The transferresulted in
many positive changesn schools. By gaining more autonomy, principals found gasier
to be heard by their local authorities than by the national authorities and it became
easier to get resources for schals (Hansen et al., 2004). However, as thefindings of
this study indicate available resources differ between municipalitiesvhere some of
them have been unable toprovide sufficient support or infrastructure (see also
Svanbjornsdéttir et al. 2021). Limited leadership capacity seems to be one of the
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ongoing challenges at the municipal levelwhich has various consequences for the
schook (alsodiscussed in more detail in Sectiory.2).

Since the transfer there have been considerablepolicy changes and increasedsocietal
demandsthat arereflected in educational laws, regulations and other policy documents
set at the national governance levelas discussed inPapers | and IA K gGyeéay: K
Gyeéelayi KH g1y é g a98Z KaoLe al.,=26tbad Nidsché & Gowlett, 2019),
national authorities have obligations twards theenactment of those legislationsThose
obligations include discourse and ations that suppot municipalities and schoolsin
enactinglegislation requirements at local and school leve[®ean 2010). However, my
study reveals that the statappears to haveleft the municipalities mostly on their own to
fulfil legislations and to organse both schaling and support This is further confirmed
in a recent OECD report (2021). Furthermore, the statelargely ignores differences
between municipalities in Iceland, particularly theignificant differences in population
density, geographical location anderritorial size. Thisis despite concerns raised at the
time of the transfer (Sigporsson, 1994).

The findings of this study indicatd ¢ é | | ¢y gél dHgé G hévebegndtr d| dy K
based on emphasising narrowpolicy implementation rather than policyenactment(Ball
et al., 2012; Hudson et al., 2019; Schofield, 2001). As Ball et al. (2012) point out,
seeing policy processin sucha linear and technicallight indicates an oversimplification
of the processfrom national to municipal and to school levelsMy findings indicate that
this is what has happened in Iceland following the transfer of compulsory sching
from state to municipal control.The role of the state has been to creatlegislation,
regulations and national curriculumwith an implicit expedation thatthe policy will be
realized at the municipal and school levelsin doing so, the more complex human
dimensiors of policy enactment,that scholars like Maguire et al. (2013) and Ball et al.
(2012) argue for, tend to be overlooked, and by implicdion, the social constructivist
nature of policy enactment processesThus, the state appears toignore the whole
complexity of translating policies into real actions anthe interplay betweenexisting
practices or policy programmes. Even linear implementdion processes involve
applying a plan and certainscaffolding techniques (Ball et al., 2012)out there is little
evidence of this in thelcelandic stat& golicy procedures

One obvious consequence of th fragile process ofpolicy enactment desdbed above,
is the weakprovision of school support servicesAs Papers | and llindicate, vagueness
in legislation has been compounded by reluctareon the part of national authorities to
take on responsibility for the professional development of school pringials and
teachers as well as for school development. At the same timas demonstrated inthe
papers little infrastructure is provided by national authoritieseither to support
municipalities in taking responsibility or in straightening the course wherhey are
found to be going astray(see also Gunnporsdottir et al., 2022) This indicatesthat the
importance of leadership practices is overlooked at the municipal level as well asth¢
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national leve] with limited systematic responsibility being taken.h€refore, school
development andthe professional development of principals, teachers and other school
staff have not been systematically addressed in the Icelandic educational governance
system despite attention being drawn tothe limitations and consegances for school
practices in a range of studies (European Agency for Special Needs and Inclusive
Education, 2017; Hansen & J6hannsson, 2010; Hreinsdéttir, 2013; OECD, 2021;
Olafsdottir, 2016; Olafsdattir et al., 2022; Svanbjérnsdattir et al., 2021)It seems that
national authorities could exercise their power to lead others to lead themselves
(Foucault, 1982) in a more constructive way than is the case tod@8ased on above, it
is argued that thereis a general weaknesén the way thatdecentralisationis carried out

in Iceland thataffectspolicy enactment, governance and leadershipt the national level
as well asthroughout the system.

7.1.2 Global policy influences and instability at the national level

It is well established thadecentralisation of the eduational system in Icelandn the
mid-1990s was influenced bytransnational and global changes (Hansen, 2004, 2013;
Jbénasson et al., 2021; Sigurdardottir et al., 2014)The origin of these changes can be
traced to other Nordic countries as well as AnglaSaxon countries such asthe USA,
England and Canada with the introduction of necdiberal and NPM ideas (Hansen,
2013; Magnusdoéttir, 2013; Moos, 2017;Moos et al., 2013; Moos & Krejsler, 2021)
The limited infrastructure mentioned above can beseen as reflecting NPM and
neoliberalism which promotes the idea that the state should provide as little
infrastructure as possible (Dean, 2010)n line with these ideasdetailed goal settingof
the curriculum and external and internal evaluations (see Dyrfjor& Magnusdottir;
Olafsdéttir, 2016; Sigpdrsson, 2008)were introduced in legislation

An example of global and transnational and influences can be seen in ho®ECD
reports educational dataand how comparisons based on PISA and TALIS have become
a part of the normal discourse on policy imperatives, both irthe media and among
academics. This indicates how global and transnational organisations have been
successful in steering educational discourse and norms (see Ball, 2017; Moos, 2017) in
Iceland through thér soft way of doing governance.

As indicated in Papers | and Il, the discourse of NPM has been taken up in part
irrespective of which political parties govern, both at national and municipal level.
Therefore, in Iceland (see Dyrfjérd & Magnusdottir, 2016as in many other countries
(see Ball, 2017 Moos & Krejsler, 202), the discourse of economic growth and
principles of competition have been normaty 0 d¢g | yHj] Gy KG 0Oé RK
acting and understanding of education and education policyThis study establishes,
especially in Paper Il, how steering with soft governance has increasingly been applied
in Iceland. While in some ways it answers the call for increased support and guidelines
on behalf of the national level, it is important that educats and education policy

69



Sigridur Margrét Sigurdardottir

makers are aware of the origins of these ideologies, discourses and actions and what
they really mean for education.

The amalgamationof neodiberal and NPM ideas, Nordic traditions including Icelandic
traditions, has created a new reality that maybe was not carefully thought through.
Certain weaknesses began to appear in the system e.g., lack of professional support at
the school leveldescribed in Papers Ill and IV, the question ofesponsibility for internal
and external evaluatins (Olafsdottir, 2016) and falling PISA scores (Directorate of
Education, 2019a) Despite theinfluence of NPM, the Icelandic state has exercised low
stakes accountability (Olafsdottir et al., 2022) biit on Nordic traditions of trust
regarding the lower governance levels (Moos & Krejsler, 2021). As my study shows
(see also Svanbjornsdéttir et al., 2021)municipal authorities only partly comply with
legislation regarding school support servicesyet the national authorities have only
addressed this to aimited extent

As reported in Papers | and Il, the reasures taken by various ministers and
governments to address fis problem have beeninconsistent andthere has been alack

of a comprehensive overview Actions at the national level in Iceland haveéended to
depend on the political vision of the national educational authorities in charge at any
given time, rather thana strategic longterm vision Adding to this instability has been
the frequent changeof ministers and policy directives since the ecaomic crisis in
2008, where each minister has sought to put his or her own mark on policy
imperatives Thisd g K| €6 dGd| R dg | AGdand aconsghgstbeetsd g d K| y 1 |
challenge for education in Iceland and can be argued tdave undermined not only
municipal leadership practices but leadership practices at the national level as well.
Recentdevelopments where ministries have been reorganised and the Directorate of
Education is being restructured or even abolishedynly support this argument.

The political shifts at the national leveleflect a period charactersed by what Fullanand
Quinn (2016) describe as ad hoc policynaking The period has been one ofpolitical
instability within national authorities, characterized by contradictions andconsistency
As Fullanand Quinn (2016) observe, the more ministers try to fix the system with more
of the same, the bigger the problem becomes. This is what Ball (2017) has described
as the typical result of unstable governance, working intentionally and oteéntionally
against itself,with the tendency ofresuling in chaos.

Furthermore, some of those measures taken at the national level to address the
educational challenges of the last decadendicate a certain bypassing of the municipal
level (see Paperll). This can be seen in other Nordic countries as well (Moos, Paulsen
et al., 2016). The literacy programme launched by former minister and hosted athe
Directorate of Education and the professional development programmenitiated by
another former minister of Education, Science and Culture andhosted by the
universities are examples of this. This bypassing of the municipal level is another
example of the quick fix policy that characteses national governance: it interferes with
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municipalities responsf 6 d Gd | dyKGa | eEdgC é0éR | ¢ydi 1yK
them to do better and risks the division ofthose responsibilities between the two levels
becoming even more blurred (seePaper I). In this unstable governanceit is not only

the municipalities that have been bypassed but also the Directorate of Education, the
national agency that should stand closest to the educational ministry and the minister.

These global and national policy shiftdlustrate the instability thahas characterisedpart
of educational policy in Iceland. Both municipalities and schools are in a difficult
position, receiving little support from the national level to develop leadership practices
in the way that scholarssuch asLeithwood et al. (2008, 2020), Louis et al. (2010)
Lambert (2003) and Fullanand Quinn (2016) have argued for. To address this, as
Fullan and Quinn (2016) argue, national authorities need to put the emphasis on
developing their consistency and capacity inpolicy, governance and leadership
practices. This includes taking responsibility for creating conditiortat strengthen local
authorities and schools, especiallyn terms of their leadership practices.In that regard
it is important that the national level strikes a balance meten how they steer with hard
and soft governance (seeMoos, 2009) and that the ideologies, intentions, actions and
consequences are openly discussed and evaluated.

7.1.3 Limited leadership capacity at the national level and its
consequences

The parliament and e MoEC provides municipalities and schools with a framework,
mainly through national laws regulations and curriculum guides The analysis of
educational legislative documents Paper lishows thato explicit reference is made to
municipal leadership in policy documents. Instead the leadership of municipal
authoritiescan be revealed by looking behind leir roles and responsibilitiesoutlined

in the legislations. Thesaeveal that the national authorities have high expectations of
municipal educationalleadership and expect it to be distributed in nature. As argueah

Paper I| these expectations laid out in the documentsorrespond in many ways to the
leadership practicesdescribed by Louis et al. (2010)as being desirable at the local

level to enhance K6 ¢ HHG d G| 1 Hny Gylénining.éThd legislationstateg | K G
clearly that all municipalities should facilitate an infrastructure that sustains inclusive
education and supports principals and teachers in their work and professional
development. This mi | 6y OaHgy dg e OeéeRrR | c¢cel ygcégody
capacity. As demonstrated by Louis et al. (2010) and Campbell & Fullan (2019), such

an extensive task does not come about without appropriatnd coherentleadership

and governance practices aboth the municipal and national level.

I have already argued that theneed for infrastructure and guidance at municipal and
school levels for the enactment ofnational policy, is underestimated This study
indicates that this is also the case with leaddrip practices, despite the important role
of national governments to lead others to lead themselves (see e.g. Dean, 2010;
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=HI 6 & G| Ghus, ik anés ackepts Lambeis K2003) argument that leadership
capacityis necessary forschool improvement, such dbrts at the national level must be
directed at procedures that strengthen municipalities in their leadership action®ased
on this study, it isargued that the educational system is too dependent on individuals
within the system and their visions, acti@n and capacities, including individual
ministers, municipal leaders, school board, superintendents, principals etdhus, sich
capacity building is essential if educational improvement is to be institutiorsdd. The
aim should be to cevelop capacitythat ensuressystematic progressregardless of shifts
in key political and professional actors.

As discussedin subsection 3.2.4, Lamberts (2003) matrix (Table 2) proposes the
skills needed to develop high municipal leadership capacity. In the context of
leadership at the national level this would involve the skills necessary to develop
leadership capacity at the national level itself, and the leadership actionseded to
support the municipal and school levels to fulfil their educational role. Measuring
national activities(see Papers | and llagainst the leadership capacity matrixndicates
that leadership at the national level clode resembks what Lambert (203) calls the
laisseZaire approach to leadership (within Quadrant two) According to Lambert
(2003), laissezfaire leadership is likely to lead to limited anduneven leadership
capacity at both the national level and the municip#vel, as well as theschool level.

One of the main characteristics of laissdaire leadership (Lambert, 2003) is that other
members at national, municipal, and school levels are entrusted to fulfil their
obligations without much support, quality assurancer measurestaken (cf. Subsection
7.1.2). As Lambert (2003) explains, this lack of interference allows those who already
have ambition, resources and capacityto blossom while those who lack these
capacities continue to do what they do without interference or support to change their
practices. This pertains to the national levebut as discussed further in Subsection
7.2.5, also to the municipal level, andeventuallyto the school level. The study indicates
that this approach to leadership leaves each municipality free to govern their school
and their support system as they think best or have capacity for, in some ways
irrespective of whether or not they manage to fulfii educational legislation. This
approach is much in line witha recent OECD report (2021)on Icelandic educational
policy processeswhich describes them as occurrind'without a great deal of trialling,
piloting, or interim reviewing to potentially course correct along the way" (OECD,
2021, p. 36).

As highlighted by Lambert (2003) there are various consequencesto limited
leadership capacity at the national levetoncerning the municipal and school leved.
Based on my study, (discussed further in Section7.2.) Icelandic municipalities ae
grappling with their educational leadership practices andeadership capacity My
findings also indicate that Icelandic schools are struggling with national policy
enactments partly because of the lack of support for educational policy enactments due
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to limited infrastructure, governance and leadership capacity ahe national and
municipal level. National enactments include implementing the national curriculum
(Ministry of Education, Science and Culture, 2020), planning, executing and following
up on reforms based on internal (Directorate of Education, 2019b) and external
(Olafsdéttir et al., 2022) evaluations, and providing inclusive education
(Gunnpérsdottir et al., 2022).

Tackling this limited leadership capacity requires thatldayers of governane need to
work together and take common responsibilitjor their part in the educational system.
The failure ofone layer influences the others. This works in and between institutions as
well as in and between the national, municipal and school level§ulan & Kirtman
2019; Fullan & Quinn, 2016; Lambert 2003). It is therefore essential for Icelandic
national authorities to address the obvious municipal contextual differencésirther
discussed in Subsection7.2.2). As Papers Ill and IVreveal, the situation ismost
challenging for municipalities that are more remote, less populated and/or further away
from the capita] as they haveless access to various resources, especially human
resources. The national level must work with the municipal level on tackling this.

7.1.4 The importance of transparency and cooperation in leadership

As <holars such as Helterbran (2010) and Lambert (2003) ka pointed out
leadership must be developed openly so that the different actors can begin to see and
perceive themselves as leaders within the systerds revealed in Paper Il, this is
currently not the case, given the absence of discourse aboutunicipal and national
leadershipin legislation and other policy documentsOne exception to this is the White
Paper on education reform (Ministry of Education, Science and Culture, 2014b)
released in 2014 (cf. Chapter2) in which this neglect is acknowledged andh reference
made tothe need forg K| 1+ #g € Gy é O withik datignateddcatidn alithiolties
as the premise for the stated reforms. The White Paper also higghts the importance
of identifying leaders at various other levels in the system for successful reform,
including the municipal and school levels.

Whether the leadership referred to in the WhitePaper and the ensuing actionsvere in
line with what is gererally seen as desirable leadership practices to improve education
or not (see Leithwood et al., 2008; Louis et al., 2010), the longstanding silence
regarding educational leadership in the governance chain was briefly brokern the
launching of the educaibn policy for 202192030 (bingskjal 111¢278. mal, 2020g
2021), no mention was madeof leadership. This seeming lack of concern reflected in
the absence of any discussion aboutleveloping leadership practices at any levelis
surprising given that the importance of leadership for education and educational
reforms has beenrepeatedly highlighted by research(Fullan & Kirtman, 2019; Fullan &
Quinn, 2016; Hargreaves & Shirley, 2020; Louis et al., 2010; OECD, 2021).
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The need for all organisatiors, political parties and individuals at all levels of the
education system to work togethehas been persuasively argued by others (see for
example, Fullan and Quinn, 2016; Campbell and Fullan 2019; Louis, 2015). In that
process, national governance bears respaibilities. This means improvement both in
governance and leadershipln this regard, & stated inPaper | there are signs that the
MOoEC is increasing the emphasis on collaboration between different institutions, within
and between governance levels (i.e.municipalities, the Icelandic Association of Local
Authorities, the Icelandic Teacher Union, and the universities providing teacher
education).

Since Paper Iwas written, this emphasisn collaboration has continued with the current
minister. A more cooperative approach is involving the futurerole and structure of
school support servicesas well asthe Directorate of Education mentioned above
Considering the importance of cooperation and coherence in leadership and
governance (Campbell & Fullan, 2019fullan and Quinn, 2016), this is a positive sign
for education in Iceland and a necessary premise for further educational development
and leadership capacity. However, as my analysis of the last decades demonstrates, this
increased collaboration between skeholders will not change in the long term unless it
is addressed in a systematic way. A focus on developing governance and leadership
capacity within the national authorities should empower local and school levels and
facilitate the fulfilment of their esponsibilities

7.2 Educational leadership at the municipal level

This subsection discusses the nature of municipal leadership practices, primarily in
relation to school support services and governance and its influence on school
practices in regard to varios challenges at the school level. The leadership is
discussed in relation to five areasl) the characteristics of the municipal educational
leadership, 2) contextual differences, including size, location and human resources, 3)
the roles of the differentpolitical and professional leadership actors, 4) coherence in
governance and 5) leadership capacity building at the municipal level.

7.2.1 Characteristics of municipal leadership practices

The results of this study suggest that educational leadership practieggshe municipal
level are generally underdeveloped in Iceland. As revealed iPaper Il| leadership
practices within school support services scored rather lovin terms of the framework
presented in Table 1(Leithwood et al., 2008, 2020; Louis et al., 2010). The lowest
score was in the category ofleveloping peopleand scores forrefining and aligning the
organisationand improve teaching and learning programmesvere not much higher.
Based on this, and further findingspresented in Paper 1V, it must be concluded that
there is generally little emphasis on those leadership practices at the municipal level,
and a tendency to indifference regarding these practices at the school level. This is

74



Discussion

consistent with other Icelandic studies on school spprt services (Gunnporsdottir et
al., 2022; Sigpdrsson, 2013; Svanbjornsdottir et al., 2021). Thus, it can be concluded
that the responsibility for practicing leadership in these domains tends to be put on
individual schools while municipal authoritiestake little responsibility for those
leadership practices.

Although the findings presented in Paper llsuggest that municipalities are generally
better at providing leadership in the category ofsetting directionsthan in the other
categories within the leaérship practices framework (Leithwood et al., 2008; 2020;
Louis et al., 2010) the overall findings of thisstudy suggesthat policy is unclear and is
not predicated on the nature and practices of school support services-urthermore,
there is seldom an aplicit enactment plan instead, direction is set by the available
human resources and traditional allocation of financial resources that uphola@slinical
rather than consultation based approach to service provision.

As outlined in Paper lll, there isa mismatch between providers of school support
services MESieaders and the principals who receive these services in terms of how
leadership practices are rated. Paper I\shows that a written policy regarding school
support services seldom exist in rare cases a common understanding of theschool
support servicesis negotiated betweenthe schoolsand the support serviceor between
actors within the services themselveShis confirms the findings in Gunnporsdottir et al.
(2022) and there seems to be litg# effort either by municipal authorities or school
support services toclarify the aims and policies of the school support service This
results not only in a mismatch in terms of how leadership practices within school
support services are perceived, bottat municipal and school level, but also in a lack of
clarity in policymaking regarding those services.

As pointed out above, and in findings discussed in Papers Ill and IV, supported by
other research studies(Hansen & Joéhannsson, 2010; Gunnpérsdottir etl.a 2022;
Svanbjérnsdoéttir et al.,, 2021) the approach within school support services is
dominated by a traditional focus on individual students and the clinical diagnosis of
their differences and needs. This is enacted through prioritising psychologistbave
teaching consultants and allocating funds accordingly. It has been argued that this
constitutes using diagnosis as a voucher for funding, which is aimefficient use of
funds (European Agency for Special Needs and Inclusive Education, 20L7This
effectively means that municipalities perpetuate taaditional clinical focuswhich values
the expertise of psychologists, speech therapists and special education consultaovsr
teaching consultantsAs Gunnpdrsdottiret al. (2022) and Svanbjornsdéttir et al(2021)
have found, pressureto continue with this approach comes not onljrom schools but
from parents who see diagnosis as a means to get more funding and support for the
individual student.

Thus, the municipal school support service system findsatscaught in a loop, where
certain leadership practices are reenforced and others neglected, despite ample
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indications that the dominant practices are not in the best interests of schooling. In line

with other scholars and educational bodies (e.geuropean Agency for Special Needs

and Inclusive Education2017; Gunnpdrsdéttir et al., 2022), it can be argued thatthe

main emphasis of theschool supportservices (clinical diagnosis) is at odds with the

more schoolbased and empowering emphases of desired leadership practicess put

forward by Leithwood et al. (2008, 2020) and Louis et al. (2010). This means that even

though municipal leaders may have comgerable leadership skills,their emphasiswill

neither necessarily lead to the right capacity building within the schools nor enhance

the quality of K| I 0y gl KG yal 6éel drgA se&dK dgadoéel yK | ¢
leadershipapproach for educatioral benefits.

7.2.2 Municipal leadership practices in relation to context and human
resources

Findings from Paper lll revealed little difference in educational leadership practices
regarding the school support services by geographical location, population dengior
structural arrangements. The only geographical differences in leadership practicgere
found between the capital city and the other municipalitiesndicating more difference
within the city itself than between the city and other municipalities. Iroming back to
Paper |, such differences are unsurprising giventhatgy | ¢di1 0 HE E6yGéegaé
lives there, and decisions made in the cityinfluence other educational settingsacross
the country (Dyrfjord & Magnusdéttir, 2016) Moreover, the city can attractpeople with
expertisebeyond other municipalities. This puts the city in a dominant position in terms
of supplying school support services and the potential for providing the desired
leadership practices described by Leithwood et al. (2008, 2020)and Louis et al.
(2010). There areindications (see Paper IV that the city hasput more emphasis on
developing peopleand improving teaching and learning programmegleithwood et al.,
2008, 2020 ; Louis et al., 2010, than most other municipalities.

However, school support services have developed differently in the different service
centres across the city. One centre was found to be exceptionally oriented towards
schootbased consultation. It focused more othe schooK &g 0 | yé o6 ¢y th&anG | 1 €8 |
the other centres, whichupheld, in various proportions, the traditional individualised
and clinical focus described above and illustrated in other Icelandic studies
(Gunnpérsdaéttir et al., 2022; Svanbjornsdottir et al., 2021).Depicting coherence in
educaional governance and leadershims articulated byCampbell & Fullan (2019) and
Fullan & Kirtman (2019) those findings indicate that the city struggls to provide
overall coherencein the services. This agairindicates that structural hindrancesaused

by complexity in services and governance, such asithin the city, might in some way
overshadowits privileges in terms of high population and access to human resources
This finding echoes those ofscholarssuch as Louis et al. (2010), Landy (2013) and
Nutter (2021) who have shown that as municipalities grow aras a resultrequire more
complicated structurestheir leadership practicescan suffer
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At the same time Paper IVrevealsthat more remote, geographicallylarge and sparsely

populated municipalities face other kinds ofchallenges, such as access to resources,
especially human resourcesAs found in Paper lll, uman resourcesdid make a

difference in how educational leadership was rated by MH8aders and principals.

Paper IV further suggests that ladership practices are dependent on the people that
municipalities can attract to the school support services and on thextent to which
GFgdodj eGdl dyK GeéegecCy | # KIjj HI | ¢ HKyY iy
Subsection7.2.1), rather than a deliberate policy and service strategy.

Although difficulties in attracting people with appropriate skills and visianis a common

concern of municipalities, Paper IV indicates that thesedifficulties escalate with

increased remoteness, i.e., increased distancérom the capital. In that sense, this
KI'FORGK ¢dgadgCK KIjj#HI| 6HgO6YyI gK ¢dCecGdcCel
2010; Sigporsson, 2013) that remote and less populated municipalitiesare
disadvantaged in terms of certain educational infrastructureshen compared to the

more densely populated municipalities This study also indicates, however, that this
disadvantage could be mitigated byadopting an approach that prioritises the
development of human capacity.

The extent to whichg in relaton to weak leadershipat the municipal levelg the
expertise, interests and capacities of those working in the system at any given time
shape the pratices of the school services rather than deliberate policies and
leadership for their enactmenthas already been discussedA further drawback is that
this reliance on impermanent human resourcesleaves the services vulnerable to
changes in personnel (see Lambert, 2003). When individuals, both superintendents
and other specialists, develop the service to a large exterbased on their own
capacities andvalues when those people leave, the service suffers This instability
extends to both professional and political agents, as found iRaper IV, undermining
the continuity of the services and its leadership (sealso Campbell & Fullan, 2019;
Fullan & Quinn, 2019: Louis et al., 2010).

This study further indiates that there is a shortage of people with the right skills and
capacities in the educational system in Iceland, especially in the more remote
municipalities and a lack of strategy to educate such personnel to work in the system
These circumstances blicate that there is a need to revise strategies for recruiting staff.
In addition, there seems to be a lack of understanding among the municipal authorities,
of the importance of systematically developing the capacity of those who already work
within it, to ensurecontinuity of services when key individuals leavé\s Lambert (2003)
and Campbell and Fullan (2019) have argued, mmicipal authorities must takeon the
responsibility for the professional development of current and future personnel in the
educatonal field and support them to grow as leaders. It is vital that municipal
authorities realise that this is their responsibility, rather thathe responsibility of
individuals, schools or the state, although all these actors hagerole to play:.
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Given the complexity of recruiting competent people foreducational leadership it can
be assumed that there are no quick fixes to address the main challenges faced by the
municipalities. Both denselyand sparsely populated municipalities face challenges,
albeit different ones. However, this study raises concerns about how many
municipalities have become what Louis (2015) refers to as sip in other words, units
that are isolated from each other.At the time of the transfer of the school support
services from stateto municipal control, neighbouring municipalities tended to form
regional school offices that worked across municipalities to provide the school support
services. As discussed in Papers Il and IVheé more densely populated municipalities,
in particular, have chosen to withdraw from such cooperation and establish their own
offices, resulting in more fragmented services, limited coordination and a lack of
coherenceand collective responsibility (Gunnpérsdéttir et al. 2022).

These are all signs of what Loui®015) refers to as weak relations and Lambert (2003)
desciibes as limited leadership capacity. Inthe Icelandic context it is likely that the
high number of rather small municipalitiesnakes it more complicated to overcome the
territorial barriers between municipalitiesand develop the desired leadership practices
across them The limited capacity of many of the smaller municipalities to fulfil
legislative requirements is a reality that needs to be addregsl. These smaller
municipalities have less financial and professional strength to overcome challenges
comparison with themore densely populated municipalities National and municipal
authorities must take responsibility for this situation.

7.2.3 The leadership roles of sup erintendents, principals and municipal
authorities

Since the municipalities took over responsibility for school support services,
Kbjyrdglygaygl KG | HKdD| dHg &eéK ¢ HbsPdperdv &
underlines, echoing findings presented by Svanbjornsdoéttir et al. (2021) and
Gunnporsdéttir et al. (2022) although most municipalities choose to hire
superintendents, qualifications for the joband their areas of responsibility are ill
defined.

It seems that these itlefined roles contribute to the rather poorly developed
educational leadership practices at the municipal level (seaper I1). This also means
that many principalsand schoolsare left to their own devices, especially in smaller
municipalities. The lack of clarity regarding the qualifications needed for the
superintendenG Koosition means thatholders of this position are not necessarily
candidates thatcome from the field of education They maybe former teachers and
principals, but they may also be lawyers, psychologists, soal workers etc. Yet, as
Paper IVreveals, much in line with Moos, Johannsson et al. (201&uperintendents are
particularly valued when they have deep educational knowledgeform close
relationships with principals and provide support and educational leagrship. At the
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same time, & demonstratedin Paper IV, some superintendentsand department heads
struggle with building such tight relationships more so if they do not have the
educational background andexperienceto engagewithj 1 dgddj é GKGwokg 0 | y é

Furthermore, it is becomingincreasinglycommon for superintendentsto take on duties

that pertainnot only to school support servics but also tothe social or welfare system

as well. The imited cooperation and integration ofschool supportserviceswith these

other services for children are consideredas a weaknessof the educational support

system (Gunnporsddéttir et al., 202). Giving superintendents such a wide remit is
therefore intended to address this weakness. Yet &isdings from Papea IV indicate,

expanding the duties of superintendentsgenerates complications that need to be
addressed. Although this arrangement could be seen as supporting coordination

6yl Oyyg KyindéyK | H &d01yKK KlIFaygl KG gyya
superintendents and principals in the governance chain. The varied roles and increased

duties of superintendents seem to make it more difficult for them to build and maintain

support for the close relationships with the principals thacholarsadvocate (see for

example, Forfang, 2020; Johansson et al., 2016; Paulsen et al., 2016furthermore, as

Paper IV indicates, it seens that superintendentsthemselves underestimate the
importance of their department heads or deputy superintendents taking @amn active
leadership role towards principals and schools.a € y ¢ | ¢y KFjyrdglygt
expands, i becomes less clear whahas responsibility forleading and supporting the

principal; the risk is that no one takes on this responsibility.

As other Nordic studies hae found (Moos, Johansson et 3gl.2016; Paulsen et al.,

2016)a | ¢dK KIFOR ¢&éK daygldédya KrEjyirdglygay
municipal councils and school boardsas hugely important. Weak relations with either

their superiors or the prindgpals may lead to more difficulties in mediating between

their superiors, school leaders, external stakeholderkegislation and their professional

norms Similarly, findings from Paper IVindicate that superintenderg struggle more in

their leadership piactices if their relationships with the municipal council and school

boards are distant

This study indicates that in moréenselypopulated municipalities with a superintendent
and functioning school offices,the role of principalsis different from that of principals
in the more sparsely and remote municipalities without such infrastructuslthough all
principals have the same responsibilés according to legislation Reglugerd um
skolapjonustu sveitarfélaga vid leik og grunnskda og nemendaverndarrdd i
grunnskolum nr. 444/2019), in those latter casestheir responsibiliies tend to expand
encompassingthe roles that superintendents have in other municipalitieS he findings
presented in Paper IV indicate that in those cases,as well as being the leader of the
school the principal becomes the professional agentthat provides municipal
educational leadership.
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Louis et al. (2010) have shownthat leadership in smaller municipalitiestends to be
more vulnerable to changes in pringalship than bigger municipalities with more
support In this regard, Paper IV shows that changes in principalship in the two least
populated and remote municipalities meant significant changes in educational
leadership for those municipalities. In thoseno cases, the change of principals actually
led, in the short term, to stronger educational leadership within the municipality.
However, the institutionalisation of desirable change® line with what Campbell and
Fullan (2019) and Lambert et al. (2016) gue for, requires systematic development in
leadership and governance Given that there is little sign of such institutionalisation in
Icelandic municipalities, generally individualj 1 d § 6 d | & &&@likelyctasatvive K
their departure

This study mdicates thatthere is a lack of clarity in theeducational leadershipprovided

by the municipal councils and school boardsin Iceland As in the other Nordic
countries (Moos, Johansson et al., 2016)heir leadership tends to be conducted at a
distarce from principals and the actual schoolwork. This is also the case in small
municipalities, as Paper IV indicates, despite there being very few governance layers
between municipal councils, school boards and principals. Thidraws attention to the
generally low engagement (see e.g., Olafsson & Hansen, 2022) of municipal councils
and school boards in educational matters in Icelandhus engagementand leadership
practices would benefit fromimprovement hence the argument made in this thesithat
school support services and schoolingshould not be built on coincidences, or
principals making the best of the situationThe studydraws attention to the legislative
duty of municipal authorities to apply desirable leadership practices and governance to
ensure educational qualityn every municipality and every school.

7.2.4 Coherence in governance and leadership in relation to trust
building

The four papers that form the findings of this study all indicatethat coherence in

leadership and governance in Icelands fragile. The findings presented in Paper IV
show thatthe municipal councik and/or the school governing boardstend to lack what
Campbell and Fullan (2019) refer to ashe leadership and governance mindsetiat can

inspire and support all the different actorsin question Instead, it seems that too often
municipal councik and/or the school governing boards actions disrupt rather than
support the daily challenges faced by actors the school officesand schook. As Fullan

(2016) points out, changes take up a lot of energy, and as outlined in Paper 1V,

sometimes cause disunitgnd mistrustbetween the parties involved, whickthen affects

how they are enacted Inconsistency in policy(Ball 2017) results in thedecisions of

one municipal council or schod board being sometimesreversed by the next council
or board, causing even more confusion and instability
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This study reveals that there is limited tradition of or knowledge about how to
establish deep and meaningful working relations between politicand professional
agents at municipal and school levels in Iceland. #hfinding might explain the
differences between MES$eaders experience of leadership practices on the one hand
and the compulsory school principals on the other handas outlinedin Paper Ill. As
Campbell and Fullan (2019) arguethis lack of deep meaningful relationships has a
gyCeéldny yeéc¢yodl Hg j1dgodj eGKG yoe yridygoy
turn, can lead to frustration towards the school support services and vicersa. This
demonstrates the need for an honest discussion with principals and teachers on a
common vision and the role of, and expectations towards, municipal leadership
practices versus that of the schools.

In mostbut not all of the municipalitiesinvolved in this study, principals statedthat they
felt the municipal authorities and superintendents trusted them. However, this was not
always the case. As discussed in Paper IV, in two of the municipalities, the way in
which the authorities, superintendentand/or municipal office staff acted towards their
principals was experienced as distrusting and disempoweringAs Foucault (1982)
argues the less freedom any governing party or leader allows for, the less powérey
can exercise.By micromanaging principals, the municipalleadership actorsdiminish
their power instead of increasing it. Such micrenanaging reflects neoliberal and NPM
emphases in leadership practiceswhereby the lower level is not trusted to properly
fulfil their duties without close contol. As Gunter et al (2016a) point out this breaches
trust between actors at national, municipal and school levelsinding the balance
between being demanding and progressive on one handand maintaining good
relations on the other is a challenge that eeds to be addressed.

Findings from Paper IV suggesthat trust is increased when superintendents focus on
working closely with principals.By prioritising the development ofdeep professional
relations between the different actorssuperintendentshelp to overcome the distrust
that can develop through for example, ideological differences(Bottom and Fry, 2009;
Forfang, 2020). As indicated in Paper IV, it seems that adoptingprofessional learning
community practices also helps to build trust and overcome disunity between the
municipal and the school level. This is imccordancewith Porsdottir and Sigurdardattir
(2020) who found that adopting a professional developmentapproach madeit more
likely that developmental work initiated at the municipal level waaken up at the school
level.

Thisstudy shows thaticeland lacks aninstitution at national or municipal level thatould
provide professional support to municipal councils, school boards or school offices to
develop their practices. The findings indicate that this isdetrimental to compulsory
education in the country. Although it can be argued that the Icelandic Association of
Local Authorities could takeon this role, the municipalities have not been willing to
grant the Association this power. Rathethey havechosento organise the service on
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their own terms (Icelandic Association of Local Authorities, n.d.bHowever, his study
reveals thatmost municipalities have not lived up to the responsibility of developing the
necessary leadership practicesr capacity. What is perhaps surprising, is that this does
not only apply to small and remote municipalities; some of the bigger municipalities
struggle as well. Many municipalities seem to have underestimated the challenges
involved in overhaulingtheir governance structure and leadership practiceso that they
can fulfil their role properly. Thisis especiallytrue with regardsto their responsibility
for systematically appipg work procedures that develop their own practices and that of
their employees, skills and mindsets that have been shown to have positive impact on
educational settings (Campbell & Fullan, 2019; Fullan & Quinn, 2016; Louis et al.,
2010).

Out of the seven municipaliles under study inPaper 1V, onestood outfor its systematic
attempds to change their focus and work procedures under the benchmark of
professional learning community This municipalityalso seemed to have developeda
leadership style that wascloser to the desired practicesdescribed by Leithwood et al.
(2008, 2020) and Louis et al. (2010). Thus,as Louis et al. (2010)have also proposed,

it can be argued that desired leadership practices are closely linked with the practices
of professional learning communities. Systematically applgirthose procedures across
a municipalitycan be a way to sipport leadership development.

Gl ¢HICE | Eyry dK & GeéesE HC geéel dHgeG #Hi
support services at the national and municipal level, there aiastitutionsand private
entities that offer support to municipalities and schooldyoth school and professional
developmentas well aspedagogical and schoolbased support. Paper IV reveals that
purchasing such supportvasa way for the least populated and remote mucipalities to
accessthe desired school support services. This was especially true with regartb
improving learning and teaching, butin some casesalso administrative tasks that the
principals felt they did not have time or capacity to deal witBBasedon this study, it can
be arguedthattreKy Ky 1 ndoéyK o&6H1 1 yKjHgOayad o6yl | yi
support and professional developmenthan some of the servicesoffered by school
offices. It might seem that the former isnore sensitive to theneeds of the schools than

Gl gd

the latter, which tend to focusmoreon K| I 0y g1 KG d gwhité nedjlécting ® gy y 0 K

provide support for teachers in developing their teaching practices. Howeversuch
institutions and private entitiesespecially the private oms, do not have a leadership
role in education within municipalitiesand it is unclear what their contribution to
leadership capacity building within the municipality would or should be.

Paper IV indicates that there are differences between municipalitiés terms of the
extent to which political actors engage in educational matters. Such differences are
greater when each elected municipal council and appointed school board have
different ideas about whether and how they should engage in educational ma#eT his
points to a lack of consistency in governance (Campbell & Fullan 2019) at the
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municipal level as discussed earlier It also points to a lack of understanding of the
j #HGd|l d6eG éed| #HI GK 1 AGy dg | ¢y yal deqerHgeG

Oe1 gA K & 1yKIGla Ocyléy: |HGA| d6eG e8| Hi
| &y KOEHHGKG KIFjjHI| KyindoyK ega K8EHHGK H

overall consequence is too many struggling municipalities, superintendents,ipcipals
and schools.

At the same time, this study also provides examples that can be learnt from: these
examples can form a basis for the implementation of systematic steps to build the
governance and leadership capacity needed to move towards more cosignt success.
As Louis et al. (2010) have also shown, appropriate leadership actions from municipal
leaders, school governing boards and/or superintendents, can help overcome the
negative effects of governance complexity. However, as Campbell and Full#0{9),
Lambert (2003) and Louis (2015) argue, these leadership practices need to be
coherent throughout the governance chain. Based on this study, it is argued that the
lack of coherence in the system is one of the greatest weaknesses in municipal
educational leadership in Iceland.

7.2.5 Leadership capacity at the municipal level

The findings from this study indicate that municipal leadership capacityeflects
characteristics of all fourquadrantsof Lambert§€(2003) matrix of leadership capacity
However, based on the findings presented in Papers Ill and IV, iseems toresemble
most strongy Quadrant 2 followed by Quadrant 3 which reflect limited leadership
capacity.

As already mentioned,Lambert (2003)relatesQuadrant 2 tothe laisseZaire leadership
approach. In her view, laissezfair leadership means that municipal authorities assume
the high involvement of principals and teachers in educational activities and leadership
practices. This is independent ofwhether or not the school staffhas the necessary
capacity. These characteristicare arguably dominant in at least four out of the seven
municipalities studied in Paper IV. However, the resemblance to the laissfair
approach ismost clearin the two remote andsparselypopulated municipalities without
school offices and/or superintendents In those two municipalities, political actordend

to be passive andput the onus of municipal leadership responsibility on individual
principals, teachers and other school staff. The findings fro®aper IV, supported by
scholarssuch asLambert(2003; 2006) and Leithwood et al. (2010), indicate that if the
principal can withstand this responsibility and the municipality is well off and prioritises
education in their budgeting, this can turn out well for the schoolHowever, as findings
from Paper IV also show, such conditions vary considerably between schools,
principals and teachers and if they are not in place, this approach can lead to a lack of
stability in school practices.
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Another characteristic of the laissefair approach as noted in Paper lll, isthat while
MESleaders assume high involvement in leadership activities at the school level,ythe
have rather limited understanding of what leadership practices are requirechaheir
part. The absence ofa coordinated municipal and school policy accompanied by
inconsistent and uncertain school suppowiervices are also associated with the laissez
fair approach, as reflected in all the papers in this study. In practical terms, this

translates into anoveremphasis ondgtadndal éG K|l Faygl KG adéeCgHK

support services and theendency for priorities being contingent uponwhat individual
staff members consider to beémportant, sometimes irrespective ofvhether it coheres
Odl ¢ 1 ¢y KoEHHGKG | GégKA

The second most commortendencywithin the sevenmunicipalities (Paper 1V) seems to
be that leadership capacity adheres to Quadrant 3 (see Lambert, 2003). This is
charactersed by more vision setting, strategic plans, accountability measures and
shared leadership structuresthan would be in Quadrant 2 In the municipalities
resembling Quadrant 3, there is more shared understanding of educational direction
than in municipalities tlat resemble Quadrant 2. At the same time, within these
municipalities, tust is invested in and responsibilities conferred upon, certain
leadership groups which leavesothers with few opportunities to practice leadership,
despite relatively high leadershp potential within the schools and educational system.
While this approach results in positive developmentswith regards to leadership
capacity, it excludes many teachers and even some principals, or people within the
support services who could provide ingluable leadership. This approach is especially
evident in some municipalities with school offices. There tends to be certain
coordination in that superintendents tend to arrange meetings with the principals as a
group and initiate development programmeshat are common for all the schools. At the
same timethe responsibility for much of the pedagogical and professional development
and support is left to individual schools tarrange on their own andschool office staff
are left to decide their own course ad development.

Findings from Paper IV indicate that most municipal authorities from time to timdo
show characteristics ofQuadrant 1, vwhich Lambert (2003) defines as autocratic
leadership. Ths will often include the imposition of structural changesconcerning the
school support services or principals or the work of individual school. Autocratic
leadership is also associated with a lack of trust (Lambert, 2003) whjcs mentioned,
was found intwo of the municipalities Lambert (2003) states that aatratic leadership
may sometimes be useful, i.e., when capacity within the schools is low. However,
findings from Papers Il and IMindicate that this approach is adopted more because the
governing bodies, and/or professionals at municipal and school offies, lack the
capacity to address topics at hand in a more constructive manner. Thus, tregem to
fall into autocratic leadershipas a default position independent of the leadership
capacity within the schools. As Lambert (2003) argues, this risks breashef trust
between the schools and the municipal level and creates frustratiamong principals.
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Fortunately, there are also signs of high leadership capacity (Lambert, 2008specially
in two of the municipalities. The great contextual differences betwedhe two, shows
that municipal location in itself does not influence municipal leadership practices or
capacity. High leadership capacity can be seen in one of theemote municipalities
without a school office,where the principal had negotiated and orgatised the school
support services with higer teachersand succeeded inbuilding capacity within the
schoolto be selfsupportive This is an example of a constructiveesponse to municipal
isolation and limited availability of school support services.The same constructive
approach and development towards high leadership capacity was also observed in the
municipality with a school office which adheredto professional learning community
procedures Here the approach was more widespread than in the remote migcipality
and the superintendent had purposefully modelled and supported broad based and
skilled participation in the work of leadership.This municipality seemed to behe most
coherent in terms of governance practices (see Campbell & Fullan, 2019) betarethe
municipal council, school board, superintendent, principals and other stakeholders.
seemed to constitute aculture of cooperation that ranthroughout the municipality
between the school services and social and health services. Yet it transpiteat its
success ha had much to do with the individual superintendent which begs the
question of what will happen whenhe leaves thejob (see Fullan, 2016 and Lambert,
2003).

This study has established that developing desirable leadership practices (see
Leithwood et al., 2008, 2020; Louis et al., 2010) and leadership capacity is complex
(Lambert, 2003) evenwithin a single school, let alonewithin a school office, an entire
municipality or & the level of national governance. Howeverthroughout this study it
has also beenargued that municipalities need tcand cantake systematic steps towards
developing their leadership capacityfor sustained school improvement and enhanced
student learning This does not only apply to professionalsNloos et al., 2014) such as
superintendents and principals but also to elected or politically appointed actors
(Campbell & Fullan, 2019) such as school governing boards.

Each and everybody in the educational governance chain has the righand
responsibility to develop their leadershipskills (Lambert, 2003). This means that those
in charge need to develop their leadership role and embed a culture of cooperation,
negotiation and excellence which will endure when key persons leavindeed, it has
been suggest@ that leadership capacity and school improvement aréntertwined
(Sigurdardéttir & Sigporsson, 2016). This study underlines that the masticcessfully
developed leadership practices and capacities at the municipal level have occurred in
conjunction with asystematic emphasis on building professional learning communities
at municipal and school levels.
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8 Summary and conclusion

In this section, | begin by summing up the overall findings and conclusion of this study.
I move on to dscuss its ontributions and limitationsand highlight directions for further

researchin connection to this study and municipal leadership generally. | close this
section by reflecting on this research journey and what it has meant for me personally.

8.1 Municipal educational leadership: summing up and
conclusions

The goal of all schoolwork is to provide students with the best education possible. The
different strategies for educational improvement are underpinned by theories and

beliefs about how this is besdone and supported. This study is underpinned by the
assumption thatthe municipal level plays animportant role in educational leadership
practices. In this regard, it is agued that there is considerable space for improvement

This space isdiscussed n relation to a broader national andglobal and transnational
contextand to that of the schoolsto understand how improvenents can come about

Various scholars have demonstratetthaté j 1 y GdKy ¢HI ygceégwsdgC Kl
to develop governance and leadership practices that are distributed in nature and
support schools to establisha professional learning communitywithin the whole
educational systemThe study reinforces these views by shedding light on municipal
educational badership within Iceland and connecting those with policies, governance

and leadership at the national level, within global and transnational context. It further

yKI e0GdKEYK ¢HO | ¢HKy Gyeéedayir Kedj ji1édl doyKk
chalenges and fulfil their educational responsibilitiesBy doing so, this the study helps

to delineate the complexity of the educational system in Iceland, thereby hopefully
supporting further development.

Looking back on thedecentralisationin the educatonal system in the midl990s, it is
argued that the national authorities oversimplified the policy procedures needed to
develop capacity at the municipal levelto take ontheir extended role of schooling and
school support services not least in light of the contextual differences between
municipalities. The state set legislation but overlooked the need to put infrastructure in
place to support its enactment. This lack of infrastructure and policy enactment has
charactersed national educational policy sice the transfer of compulsory schooig to
municipal responsibility, even though there are recent signs that this might be
changing.

This study suggests that political instability and individualistic actions on the part of
educational ministers has undenined national governance. It has arguably led to

87



Sigridur Margrét Sigurdardottir

unrelated fixes within the educational system that can be associated with global NPM

trends. Thus, national governance has lacked coherence, exhibiting a leadership style

that could be described as a laissefaire approach, indicating weak leadership

capacity. This leads to differences between municipalities in terms of school support

services and diverse and often limited leadership capacity at the municipal level,

resulting in a struggle to accommodate sfuy g | KG yal 6é| dHgéG gyyaK &

This study demonstrates that the educational system in Iceland, includiag the
municipal level, needs to apply more systemic strategies to improve policy enactment,
governance and leadership practices. Forhat purpose, political and professional
agents at both national and municipal levels need to step up to their leadership roles.
The results of this studyuggestthat the focus should be on developing educational
leadership practices that support leadershp capacity and professional learning
GHGGF gd|l dyKG 6F Gl 1 yK Odl &dg | ¢ydi Kéc¢cHHGKA
draws on an example ofa municipality where such capacities have been strategically
applied and developed through the work proceduresof professional learning
communities, with promising results. Applying such procedures seems to provide more
coherence in governance and correspond better with desired leadershipractices and
high leadership capacity. Thus, this study indicates that ecational leadership and
governance capacity building needs to take place simultaneously.

The studyfurther indicates that quality in school support serviceis to a great extent

predicated on human resources therefore national and municipal focus needsa be

on developing human resources at all levelsWhile rural municipalities undoubtedly

face more challenges in attracting people and supporting their professional
development than municipalities close to theapital city, this is an overall challenge

throughout the educational system in Iceland. The studyghlights a general weakness

dg |1 ¢y KRKIYyG dg |yi1 GK H¢E KRKIyGé|l d6éeGGR ol
coherence in leadership practices that ensure continuity even when key persons leave.

The studyalso sheds light on how silos have developed, both within levels and between
them, that hinder communication and relationships. As regards municipalities, those
silos tend to build walls between and within governing bodies, school boards, school
offices and schools. At the national level, these are even more evident in political
instability where ministers apply instant and shddrm fixes to address educational
challenges. The study reveals that developing desired leadership practices and capacity
within each level of the educational systenis essential to address those weaknesses.
Furthermore, the study indicates that the high number of municipalities in Iceland,
many of which have a very low population, exacerbates those barriers. It is argudeétt
both the municipalities and the state need twork together toovercome these barriers.

This study shows that municipalities seldom emphasise desirable leadership practices
described by frameworks proposed byl eithwood et al. (2008, 2020) and Louis etal.
(2010), such asdeveloping peoplerefining and aligning the school support services or
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the schools, or focugng on actions thatimprove teaching and learningwithin the

schools. This is often more in the hands of principals or teachers themselves. The lack

of municipal educational governance and leadership capacity means that strategic
Gyéayi K&dj j1 é6l doyK éry 1 &1 yGR é&de ThiKy CVyE
applies not only to political agents such as municipal leaders and school governing

boards but to professional agents such as superintendents, department heads etc. Thus,

clear policies for school services or other aspects of educatioare rare, as are the

ensuing systematic actions and appropriate leadership practices that would lead to
effective enactments.

=1l ¢y1 GRIya | EHKYy GlIgdodj eG Gyeéeayir KG j1éd6|
clinical approach in the practice of school servicesThese are even contrary to the
convictions of superintendents themselves who believe that a more schoshtred
approach is needed. However, this studg K ¢ d guigdsy t6a they tend to be
overwhelmed by the scope of the task and lack the resources &mt on it. Making
improvements would need to include fighting traditions, uniting political and
professional views, addressing the lack of resources, challenging controversial
professional views within the school support services, and meeting demands from
principals, teachers and parents. Furthermore, when municipal authorities,
superintendents and school offices take deliberate actions to change course within the
services, their actions tend to reflect limitedystematideadership skills. Consequently,
they ignore the needto develop a shared vision about the aims and means to achieve
them and the deep relationship between the municipality and its schools. This
highlights the importance of municipal authorities, both political and professional
agents, to dcevelop their own leadership skills. Furthermore, focusing leadership
practices on the activities related to those clinical emphases contradicts in many ways
desirable leadership practicesThis thenincreases the risk that even when actors at the
municipal level have leadership skills, they will not have the right impact dhe schools

as professional institutionsnoroi | 6y gl KG yal 6é| drgA

As aresultb¢ Gl gdoédj eGd]l dyKG GdGdlya o6éjeéesdl R ¢
are left to develop people, refine and align the schoolsand improve teaching and

learning on their own. Thelack of follow up on internal and external evaluations both at

national and municipal leved, leads to schools developing differently depending on

their different context. Tis is especiallytrue in terms of access to human resources and

whether the principals have the leadership capacity needed to develop their schools as
professional learning communities.

This study indicates that limited leadership capabilityn setting drections within
municipalities, might havereinforced the emphass g 8¢ d Ga1 ygGK dgadndi
one that focuses mostly on building capacity within school offices for providing
diagnosis. At the same time, capacity to follow up advice from schcobased
consultancy is limited. Other desirable leadership practices such as refining and
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aligning the schools to change practices; develop professional capacity of teachers and
other school staff; and developing teaching and learning, including that using reaech-
based evidence to inform practice, have been neglected. As this doctoral study has
emphasged, some municipalities have managed to develop practices that better
support the schools. However, while some schools manage well, others are struggling
due to difficulties in attracting well educated and capable teachers and principals, poor
finances and other resources.

The studysuggeststhat educationaldecentralisationfaces a central dilemma: it has
given municipalities the freedom to orchestrate educationbut this has not ensured
good and equal education for all. It seems that the national authorities have assigned a
enormous task to the municipal authorities, especially given the different contextual
factors. By taking on this responsibility, municipal authorities commit themselves to
doing it well, which includes taking responsibility for developing the capacities that are
required. This study suggests that neither the state nor the local authorities have really
understoad what decentralgation entaik in terms of their own responsibility nor have
they recognsed the enormity of the task Neither of them seems to have taken
responsibility for the enactment of policy in terms of governance or leadership. For the
benefitof K| F 0y gl KG y Ol 6 & heddtgchadgp. E6y Gégaa | ¢dK

8.2 Contributions, limitations and further research

This overall study sheds light on leadership practices at the municipal levebw they
are influenced by what happens atinternational, national and scbol levels and how
such practiceseventually influence schoal The study opens a channel for analysing the
concept of educational leadership within different governance levels, which has not
been studied in such deph before in Iceland and to examine thisin relation to policy
and the complexity of the governing systemThe study is limited to one case, municipal
educational leadership in Iceland, and therefore cannot be used for genersdtions
about municipal educational leadership in other systems int@r countries. However,
the resultscan be used to improve educational leadership and school practicés other
contextsas well as provide the basis for further research on the topic.

The sparse research on municipal educational leadership the Icelandc context has
made it difficult for Icelandic researchers, policy makers and practitioners alike to take
part in the international discussions happening in many other parts of the world,
including in other Nordic countries. This research provides a platfon for such a
dialogue on, and comparison of municipal education between countries. Given the
small population of most Icelandic municipalities, this research can be useful for other
countries that face challenges when developing educational leadershim rural
contexts,such as other countries in the Arctic.

The findings provide a platform and tools for both national and municipal levels to
investigate and understand in depth their own leadership practices and to take strategic
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steps to develop leadershipcapacity. The study also highlights how the responsibilities
of characters and actors at each major governance level of the education system relate
to and ultimately affectwhat is done- or not done - in the smallest units of the school
system the classooms. Furthermore, this doctoral study highlightthe knowledge that
politicians and government officials could learn from and consider when making major
decisions about the education system. It provides them with a resource for coherent
policy making andlegislation, and ther enactment.

Little background information existed ormunicipal educational leadership practices in
Iceland as well as on how this leadership connects to national and school level. Thus,
this study aimed for a broad understanding ofhe phenomenon. However, acase study
can never capture all there is to know about municipal educational leadership. The
survey helps to provide a broader picture, as it was sent to the whole population of
MESleaders and principals and had a rather good response rate. However, it was only
possible to look more closely into seven municipalities. Although this has provided
valuable indepth information about those municipalities, it does not guarantee that
other perspectives do not exist, especially as not all stakeholder groups were included
in the case study interviews.

Further research into educational leadership and governance at both national and
municipal levels should address a wider group of stakeholders, such aslpicians and
professionals as well as teachers and students Although the study took into
consideration the influence of municipal leadership on schoolworka more indepth

study of those influences is needed to fully understand this relationship. Funtmere,

although this study has touched upon leadership capacity thte national and municipal

level, it would be beneficial to researchthis capacitymore thorougHy. That would give

a deeper understanding of how municipal leadership capacity can be enhasd in
adé¢cyrygl 0Fgl yeel K &g d| K. FdrgtéaG pugpgse,ya g K
longitudinal study would be valuable.

8.3 Closing comments

As | wrote in the introduction to this thesis, unbeknownst to me, the journey of this
doctoral study starteda long time ago, when | first became a school teacher. At that
time, | thought, based on my teacher education and youthful confidence, that | knew a
whole lot of things about teaching and learning; | gradually understood how little |
knew. One step at a time, have deepened and widened my understanding. As | write
this, the doctoral study has been with mdor nearly sevenyears, giving me a rare
opportunity to deeply engage in knowledge searching in an area that | knew relatively
little about before. It has moed my knowledge and research focus from a school level
perspective focusing on leadership and professional development of principals and
other school community members, to the local level. From there, it has forced me to
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consider how the national level ad the transnational and global levels are connected
through policy and governance, but also through leadership.

Engaging in this doctoral study has also been challenging. When | started, | thought |
knew where | was heading. Since then, | have both logtatks and change tracks, but
somehow always managed to come back to the core: municipal educational leadership.
Now as | reach the end of this specific journey, | would have wanted to do some things
differently. | might even want to interpret some of my yblication findings differently,
based on new and different perspectives that | have learned and understood along the
way. During this time, | experienced the challengef doing a doctoral study based on
papers The first two papers were already written in2018, although Paper | was not
published until 2020. This is already a long time ago and | did not know all that | know
today, insights that have changed and deepened my perspectives. One challenge was
that Paper | and partly Il, focused on the national educational system, policy
development and current challenges. As this study so clearly shows, Iceland has faced
frequent changes and instability in politics and policy developments. This simply means
that already whenPaper |was printed, some of the shif had already taken place and
even greater changes have happened since. By trying to follow these, | constantly felt
like 1 wasrunning behind.

Nevertheless, | am pleased to have taken this journey, knowing that | must stand by my
doings, but alsoknowing that this thesis is just another milestone in a search for further
knowledge, both for me and for the educational field. | have supported my arguments
for what characterises municipal educational leadership in Iceland in a way that | hope
will be useful for further governance, policy and leadership development at the national
and municipal level, and even in transnational contexts. However, | resalithat this is
my interpretation of the truth. It is based on my viewpoint and understanding at the
present, on present research knowledge and present context. Thecigixg thing is that
those aspects are subjects to chande

92



References

Act on Data Protection and the Processing of Personal Data No. 90/2018.
https://lwww.personuvernd.is/media/uncategorized/Act No 90 2018 on_Data P
rotection_and_the_Processing_of Personal_Datafpd

Addi-Raccah, A, & Gavish, Y. (2010). The LEAs role in a decentralized school system:
The schoolprincipals” view. Educational Managemenfdministration & Leadership
38(2), 1849 201.

Asmundsson, G. O., Hansen, B., & J6hannsson O. H. (2008%tjornskipuag
grunnskola Hugmynd|r skolanefnda um véld sin og ahrlf [The governance of basic
K6EHHGKA mocHHG CHnyi1 gdgC o6Hé!I OKGNetllay é K H
g Online Journal on Pedagogy and Education
https://vefsafn.is/is/20201017174451/https:/netla.hi.is/greinar/2008/010/index.
htm

Ball, S. J. (2017)The education debatg3 ed.). Policy Press.

Ball, S. J., Maguire, M.,& Braun, A. (2012).How shools do policy: Policy enactments
in secondary schoolsRoutledge.

Bennett, N., Wise, C., Woods, P., & Harvey, J. A. (2003).Distributed leadership: A
review of literaturefreport]. National College for School Leadership
http://oro.open.ac.uk/8534/1/

Berg, B. L., & Lune, H. (2012).Qualitative research methods for the social scienc’
ed.). Pearson Education.

Bevir, M. (2012). Governance: A very short introductio®xford University Press.

Bjork, L. G., Kowalski, T. J., & BrownEerrigno, T. (2014). The school district
superintendent in the United States of America. In A. E. Nir (Ed.T,he educational
superintendent: Between trust amdgulation. An international perspectivép. 179
38). Nova Science Publishers.

Bjornsdottir, A., Hansen, B, & Joéhannsson, OH. (2008). The influence of teachers in
the operation of basic schools in IcelandScandinavian Journal of Educational
Research52(5), 5139 526.

Blakesley, S. (2011).Defid g C yal 6é| dAgeG Gyéedy 1 Kedj dg +¢
GgCGGGa | ¢él GK & Cénadma JourmalyokEdutdtigrid@)Adeee.

Borman, G. D., Hewes, G. M., Overman, L. T., & Brown, S. (2003). Comprehensive
school reform and achievement: A metanalsis. Review of Educational Research
73(2), 1259 230, http://dx.doi.org/10.3102/00346543073002125

Bottoms, G., & Fry, B. (2009).The district leadership challenge: Empowering principals
to improwe teaching and learning[report]. TheWallace Foundation

93


https://www.personuvernd.is/media/uncategorized/Act_No_90_2018_on_Data_Protection_and_the_Processing_of_Personal_Data.pdf
https://www.personuvernd.is/media/uncategorized/Act_No_90_2018_on_Data_Protection_and_the_Processing_of_Personal_Data.pdf
https://vefsafn.is/is/20201017174451/https:/netla.hi.is/greinar/2008/010/index.htm
https://vefsafn.is/is/20201017174451/https:/netla.hi.is/greinar/2008/010/index.htm
http://oro.open.ac.uk/8534/1/
http://dx.doi.org/10.3102/00346543073002125

http://www.wallacefoundation.org/knowledge-center/Documents/District-
LeadershipChallengeEmpoweringPrincipals.pdf

Bowen, G. (2009). Document analysis as a qualitative research methd@ualitative
Research JournaB(2), 279 40. https://doi.org/10.3316/QRJ0902027

Braithwaite, J., Churruca, K., Long, J. C., Ellis, I. A., & Herkes, J. (2018). When
complezdty science meets imp!ementatipn science: A tfleorgtical and empirical
€ géGRKdAIK #H¢ KBREMedidne 1668)é g Cy AH
https://doi.org/10.1186/s12916 0181057z

Braun, V., Clarke, V., Hayfield, N., & Terry, G. (2018). Thematic analysis. In P.

Liamputtong (Ed.),Handbook ofresearchmethods inhealth social sciences(pp. 19
18). Springer. https://doi.org/10.1007/978 9811027796 1031

Bryman, A. (2001).Social research method9Oxford University Press.

Bunge, M. (1993). Realism and antirealism in social scienc&heory and Decision,
35(3), 2079 235. https://doi.org/10.1007/BF01075199

Bush, T. (2011)Theories of Educational Leadership & Managemd#t" ed.). Sage

Caldwell, B. (2005). School based managemenfThe International Institute for
Educational Planning (IIEP)JNESCO.
http://unesdoc.unesco.org/images/0014/001410/141025e.pdf

Campbell, D., & Fullan, M. (2019).The governance core. School boards,
superintendentsand schools working togetherCorwin.

Cohen, L. Manion, L., & Morrison, K. (2000).Research methods in educatiad" ed.).
Routledge Falmer.

Compulsory School Act No. 91/2008.

Creswell, J. W. (2007).Qualitative inquiry & research design: Choosing amorfiye
approaches(2™ ed.). Sage.

Creswell, J. W., & Creswell, J. D. (2018)Research design: Qualitative, quantitative,
and mixed methods approache!" ed.). Sage.

Crotty, M. (1998). The foundation of social research: Meaning and perspectives in the
research process Sage.

DarlingHammond, L. og Richardson, N. (2009). Teacher learning: What matters?,
Educational Leadership, 6b), 469 53.

Davidsdottir., S., Gudbjornsdéttir, G., Sigurdardattir, A. K., Jonsdéttir, A. H., Hansen,
B., J6hannsson, O. H., & Larsdéttir, S. H. (2012). Efnahagshruni® og skoélastarf i
tveimur islenskum sveitarfélégum: Skdélakreppa? [Economic meltdown and
schooling in two Icelandic communities: A school crisis?Netla g Online Journal
on Pedagogy and Education: Special Issue
https://netla.hi.is/serrit/2012/menntakvika2012/014.pdf

Dean, M. (2010). Governmentality2" ed.). Sage.

94


http://www.wallacefoundation.org/knowledge-center/Documents/District-Leadership-Challenge-Empowering-Principals.pdf
http://www.wallacefoundation.org/knowledge-center/Documents/District-Leadership-Challenge-Empowering-Principals.pdf
https://doi.org/10.3316/QRJ0902027
https://doi.org/10.1186/s12916-018-1057-z
https://doi.org/10.1007/978-981-10-2779-6_103-1
https://doi.org/10.1007/BF01075199
http://unesdoc.unesco.org/images/0014/001410/141025e.pdf
https://netla.hi.is/serrit/2012/menntakvika2012/014.pdf

Directorate of Education. (2016)Directorate of Educationhttps://mmes.is/directorate -
education0

Directorate of Education. (2019a)PISA 2018 Helstu nidurstédur & islandjPISA 2018:
The main findings of PISA 2018 in Iceland].
https://mms.is/sites/mms.is/files/pisa_2018_helstu_island.pdf

Directorate of Education. (2019b).Ytra mat a grunnskélastarfi 2019
https:// mms.is/sites/mms.is/files/arsskyrsla_ytra_mats_grunnskola 2019.pdf

Directorate of Education AciNo. 91/2015.

DuFour, R, & Fullan, M. (2013).Cultures built to last: Systemic PLCs at woBolution
Trees Press.

Dye, T., (2017).Understanding public policy(15" ed.). Pearson.

Dyrfjord, K., & Magnusdéttir, B. R. (2016). Privatization of early childhood education in
Iceland, Comparative & International Educatiqril(1), 80g 97.
https://doi.org/10.1177/1745 499916631062

Eskeland, G, & Filmer, D. (2007). Autonomy, participation and learning: Findings
from Argentine schools, and implications for decentralizatiorEducational
Economics 15(1), 1033 127.

European Agency for Special Needs and InclusivEducation. (2017).Education for all
in Icelandg External audit of the Icelandic system for inclusive educati&mal
report Author. https://www.stjornarradid.is/media/menntamalaraduneyti
media/media/frettatengt2016/Final+eport_ExternaAudit-ofthedcelandicSysterdor-
InclusiveEducation.pdf

Eypérsson, G. b. (2014). Efficieng, capacity and democratic deficits: Arguments for
and against municipal amalgamations in Iceland for 70 yearkelandic Review of
Politics and Administration1(10), 143g 168.
http://dx.doi.org /10.13177/irpa.a.2014.10.1.8

Eyporsson, G. b. (2019). Decisioamaking efficiency, accountability and democracy in
intermunicipal cooperation arrangements: The case of Icelanttelandic Review of
Politics and Administration15(1), 21g 38.
https://doi.org/10.13177/irpa.a.2019.15.1.2

Field, A. (2017). Discovering statistics using IBM SPSS statigfi¢sed.). Sage.

Flyvbjerg, B. (2011). Case study. In N. K. Denzin, & Y. S. Lincoln (EdsThe Sag
handbook of qualitative researclipp. 301g 316). Sage.

Forfang, H. (2020) Relationships and interactions between school owners and
princiapls: A case study of a Norwegian school district programmezducational
ManagementAdministration & Leadership49(6), 904 g 920.
https://doi.org/10.1177/1741143220919766

Foucault, M. (1982). The subject and powelCritical Inquiry, 8(4), 7779 795.
https://www.jstor.org/stable/1343197?seq=12#metadata_info_tab_contents

95


https://mms.is/directorate-education-0
https://mms.is/directorate-education-0
https://mms.is/sites/mms.is/files/pisa_2018_helstu_island.pdf
https://mms.is/sites/mms.is/files/arsskyrsla_ytra_mats_grunnskola_2019.pdf
https://doi.org/10.1177/1745499916631062
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/frettatengt2016/Final-report_External-Audit-of-the-Icelandic-System-for-Inclusive-Education.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/frettatengt2016/Final-report_External-Audit-of-the-Icelandic-System-for-Inclusive-Education.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/frettatengt2016/Final-report_External-Audit-of-the-Icelandic-System-for-Inclusive-Education.pdf
http://dx.doi.org/10.13177/irpa.a.2014.10.1.8
https://doi.org/10.13177/irpa.a.2019.15.1.2
https://doi.org/10.1177/1741143220919766
https://www.jstor.org/stable/1343197?seq=12#metadata_info_tab_contents

Frimannsdéttir, K. (2020).Mat a leesisverkefni Menntaog menningarmalaraduneytis:
Innra mat verkefnisinfAssessment on the literacy program at the Ministry of
Education, Science and Culture: Internal evaluation, report]. Directorate of
Education. https://mms.is/sites/mms.is/files/mat_a_laesisverkefni.pdf

Fullan, M. (1993).Change forces:Probing the depths of educational reform
RoutledgeFalmer.

Fullan, M. (2010). The role of the district in tHevel reform. In P. Peterson, E. Baker, &
B. McGaw (Eds.),International Encyclopaedia of Educatiof8™ ed., pp. 295 g 302).
Elsevier.

Fullan, M. (2016). The new meaning of educational chang@&™ ed.). Teachers Collage.
Fullan, M. (2019). Nuance: Why some leaders succeed and other faCorwin.
Fullan, M. (2020). Leading in a culture of changg2™ ed.). Josseyass.

Fullan, M., & Kirtman, L. (2019).Coherent school leadership: Forging clarity from
complexity ASCD Association for Supervision and Curriculum Development.

Fullan, M., & Quinn, J. (2016).Coherence: The right drivers in action for schools,
districts, and systemsCorwin.

Gray, D. E. (2017).Doing research in the real world4™ ed.). Sage.

Grissom, J. A., Egalite, A. J., & Lindsay, C. A. (2021How principals affect students
and schools: A systematic synthesis of two decades of resedreport]. The
Wallace Foundatia. http://www.wallacefoundation.org/principalsynthesis

Gronn, P. (2010). Where to next for educational leadership? In T. Bush, L. Bell, & D.
Middlewood (Eds.), The principles of educatioal leadership and managemen¢2™
ed., pp.709 85). Sage.

Gunnporsdéttir, H., Sigpoérsson, R., Elidéttir, J., Svanbjérnsdaéttir, B. M&
Sigurdardottir, S. M. (2022). Skélapjénusta sveitarfélaga vido nemendur og foreldra:
Stefna, skipulag og inntakMunicipal schoolsupport services for studentand
parents: Policy, organization and inpqt islenska pjodfélagid 13(1), 83g 106.
https://opinvisindi.is’/handle/20.500.11815/3807

Gunter, H. M., Grimaldi, E., Hall, D., & Serpieri, R. (2016a). NPM and educational
reform in Europe. In H. M. Gunter, E. Grimaldi, D. Hall, & R. Serpieri (Eds.)New
Public Management and the reform of education: European lessons for policy and
practice (pp. 39 17). Rodledge. https://doi.org/10.4324/9781315735245

Gunter, H. M., Grimaldi, E., Hall, D., & Serpieri, R. (2016b). NPM and the dynamics
of education policy and practices in Europe. In H. M. Gunter, E. GrimaldD. Hall,
& R. Serpieri (Eds.),New Public Management and the reform of education:
European lessons for policy and practicgp. 173g 185). Routledge.
https://doi.org/10.4324/9781315735245

Hall, G. E., & Hord, S. M. (2015). Implementing change: Patterns, principles, and
potholes(4™" ed.). Pearson.

96


https://mms.is/sites/mms.is/files/mat_a_laesisverkefni.pdf
http://www.wallacefoundation.org/principalsynthesis
https://opinvisindi.is/handle/20.500.11815/3807
https://doi.org/10.4324/9781315735245
https://doi.org/10.4324/9781315735245

Hallinger, P., & Heck, P. H. (2010). Collaborative leadership and school improvement:
Understanding the impact on school capacity and student learnin§chod
Leadership and Management30(2), 959 110.
https://doi.org/10.1080/13632431003663214

Hansen, B. (2004). Heimastjornun: Ahersla i stefnumérkun grunnskéla [Stitesed
management: Analysis of policgoncerning governance in basic schools]Netla g
Online Journal on Pedagogy and Education
http://wayback.vefsafn.is/wayback/20201017180511/httgs://netla.hi.is/greinar/2
004/007/index.htm

Hansen, B. (2013).Transnational influence and educational policy in Iceland. In L.
Moos (Ed.), Transnationainfluences orvalues andpractices in Nordiceducational
leadership: Is there a Nordianodel? (pp. 499 60). Springer.
https://doi.org/10.1007/978 94-007-6226-8_4

Hansen, B., & J6hannsson, O., H. (2010)Allt i 6llu: Hlutverk fraedslustjora 19851996
[The role of superintendents during 197§ 1996]. University of Iceland Press.

Hansen, B., J6hannsson, O. H., & Larusdéttir, S. H. (2004a). Decentralization of basic
schools in Iceland: Management emphasis at a crossroad. In D. Oldroyd (Ed.),
Leadingschools forlearning (pp. 105g 113). National Leadersip School.

Hansen, B., J6hannsson, O. H., & Larusdattir, S. H. (2004b). Yfirfaersla grunnskalans til
sveitarfélaga: Valddreifing eda midstyring?The transfer of basic schools to
municipalities: Centralization or decentralization?Netla g Online Journal o
Pedagogy and Education
http://wayback.vefsafn.is/wayback/20201017180511/https://netla.hi.is/greinar/2
004/007/index.htm

Hansen, B., J6hannsson, O., H., & Larusdéttir, S., H. (2008Breytingar & hlutverki
skélastjora i grunnskélung krofur, motsagnir og togstreita [Changes in the role of
basic school principalsg Pressures, tensions and contradictiondcelandic Journal
of Education 17(2), 879 104.

Hansen, B., J6hannsson, O. H., & Larusdéttir, S. H. (2010Faglegt sjalfstaedi
grunskolag vidhorf skélastjora [Professional independence of basic schools in
Icelandg views of principals]. Icelandic Journal of Educatiqrii9(1g 2), 519 70.

CegkKyga *Aa o6 SiitlKaTlldira mA CA gz221KA N,
QY ggKGIF¢1 SsdGyC ¢HI RK| & KET GéeKIETi1é& nds dl
Instructional leadership of principals in basic schools in Icelandicelandic durnal
of Education 10, 299 43.

Hansen, B., & Larusdéttir, S. H. (2018)Grunnskolar & dndverdri 21. 6ld: Hlutverk og
gildi [The role and values of Icelandic compulsory school principalsicelandic
Journal of Education27(2), 113y 133. https://doi.org/10.24270/tuuom.2018.27.6

HargreavesA., & Fullan, M. (2012). Professional capital: Transforming teaching in
every schoalTeachers College Press.

97


https://doi.org/10.1080/13632431003663214
http://wayback.vefsafn.is/wayback/20201017180511/https:/netla.hi.is/greinar/2004/007/index.htm
http://wayback.vefsafn.is/wayback/20201017180511/https:/netla.hi.is/greinar/2004/007/index.htm
https://doi.org/10.1007/978-94-007-6226-8_4
http://wayback.vefsafn.is/wayback/20201017180511/https:/netla.hi.is/greinar/2004/007/index.htm
http://wayback.vefsafn.is/wayback/20201017180511/https:/netla.hi.is/greinar/2004/007/index.htm
https://doi.org/10.24270/tuuom.2018.27.6

Hargreaves, A., & Shirley, D. (2020). Leading from themiddle: Its nature, origins and
importance. Journal of Professional Capital and Communi§(1), 92g 114.
https://doi.org/10.1108/JPCC 06-2019-0013

Harris, A. (2008). Distributed school leadershi Developing tomorrow’s leaders
Routledge.

Harris, A. (2010). Distributed leadership: Evidence and implications. In T. Bush, L. Bell,
& D. Middlewood (Eds.), The principles of educational leadership and management
(2 ed., pp. 559 69). Sage.

Harris, A., & Jones, J. (2019) Leading professional learning with impa&chool
Leadership & Management39(1), 1g 4.
https://doi.org/10.1080/13632434.2018.1530892

Harris, A., & Jones, J. (2021)Exploring the leadership knowledge base: Evidence,
implicationa, and challenges for educational leadership in Wale$school
Leadership & Management41(1g 2), 419 53.
https://doi.org/10.1080/13632434.2020. 1789856

Harris, A., & Lambert, L. (2003). Building leadership capacity for school improvement
Open University.

Heikkinen H. L. T., Joikinen, H., & Tynjala, P. (Eds.). (2012Peer group mentoring for
teacher developmentRoutledge.

Helterbran,V.R.(20B KA sy édc¢y1 Gyeéeayir KedjA J1ny1rd6HGdgC
syndrome.Education 13%2), 363g 371.

Hess, F. M. (2013). The missing half of school reformNational Affairs, 44, 19q 35.
http://www.nationalaffairs.com/publications/detail/the -missinghalf-of-schoot
reform

Hipp, K. K., & Huffman, J. B. (2010).Defining the dimensions of a professional
learning community. In K. K. Hipp & J. B. Huffman (Eds.)Pemystifying
professional learning communities: School leadership at its bggp. 139 22).
Rowman & Littlefield.

Hitchcock, G., & Hughes, D. (1995).Research and the teacher. A qualitative
introduction to schoebased research(2™ ed.). Routledge.

Hodgkinson, C. (1991).Educational leadership: The moral acState University of New
York Press.

Holmgren, M., Johansson, O., & Nihlfors, E. (2013) Sweden: Centralization and
decentralization as implementation strategies. In L. Moos (EdTxansnational
influences on values and practices in Nordic educational leadership: Is there a
Nordic model? (pp. 739 85). Springer.

Honig, M. (2012). District central office leadership as teaching: How central office
administrators support principals' development as instructial leaders.Educational
Administration Quarterly48(4), 7339 774.

98


https://doi.org/10.1108/JPCC-06-2019-0013
https://doi.org/10.1080/13632434.2018.1530892
https://doi.org/10.1080/13632434.2020.1789856
http://www.nationalaffairs.com/publications/detail/the-missing-half-of-school-reform
http://www.nationalaffairs.com/publications/detail/the-missing-half-of-school-reform

Honingh, M., Ruiter, M., & van Thiel, S. (2018): Are school boards and educational
quality related? Results of an international literature revie®ducational Review
72(2), 1579 172). https://doi.org/10.1080/00131911.2018.1487387

Hopkins, D. (2007). Every school a great school: Realizing the potential of system
leadership Open University Press.

Hornung, B. R. (2015). Sociocybemetics. In J. Wright,International Encyclopedia of the
Social & Behavioral Science@™ ed., 9129 917). Elsevier.

Howlett, M., & Cashore, B. (2014). Conceptualizing public policy. In I. Engeli& C. R.
Allison, Comparative policy studies conceptual andethodological challengegpp.
179 34). Palgrave Macmillan.

Hreinsdottir, K. (2013).N, é1 61 yggé éGGd1r Gdgdi yGuér Ag w
grunnskélanrkk s ¢y1y GdyK GR | éKKJdHgAH sc&y dgéGly
compulsory school](M.A.thesis). Skemman http://hdl.handle.net/1946/13621

Hudson, B., Hunter, D., & Peckham, S. (2019)Policy failure and the policy
implementation gap: Can policy support programs help?Policy Design and
Practice 2(1), 1g 14, https://doi.org/10.1080/25741292.2018.1540378

Huffman, J. B., & Hipp, K. K. (2003).Reculturing schools as professional learning
communities Scarecrow Education.

Hufty, M. (2011). hvestigating policy processes: The governance analytical framework
(GAF). In U. Wiesmann, & H. Hurni (Eds.)Research for sustainable development:
Foundations, experiences, and perspectivgsp. 4039 424). Geographica
Bernensia.https://ssrn.com/abstract=2019005

Icelandic Association of Local Authorities. (n.d.a)celandic association of local
authorities https://www.samband.is/english/

Icelandic Associationof Local Authorities. (n.d.b).SkoélaskrifstofufThe £hool offices].
https://www.samband.is/verkefnin/fraedslumal/skolaskrifstofur/

Icelandic Association of Local Authoritieg2020). Lykiltélur um leikog grunnskoéla
2020 eftir sveitarfélogumKeynumbers on preschool and compulsory school 2020
by municipalities]. https://www.samband.is/verkefnin/fiarmal/talnaefni/reksturdeik-
-0g-grunnskola/

Icelandic Association of Local Authorities. (2022)Sveitarféldgin[Local authorities]
https://lwww.samband.is/verkefnin/skipulags-og-byggdamal/sameining
sveitarfelaga/

Ikemoto, G., Taliaferro, L., Fenton, B., & Davis, J. (2014%reat principals at scale:
Creating district conditions that enable all principals to be effectijesearch
report]. https:/ffiles.eric.ed.gov/fulltext/ED556346.pdf

Ivankova, N. V., Creswell, J. W., & Stick, S. L. (2006). Using mixeghethods sequential
explanatory design: From theory to practice-ield Mettods, 18(1), 3g 20).
https://doi.org/10.1177/1525822X05282260

99


https://doi.org/10.1080/00131911.2018.1487387
http://hdl.handle.net/1946/13621
https://doi.org/10.1080/25741292.2018.1540378
https://ssrn.com/abstract=2019005
https://www.samband.is/english/
https://www.samband.is/verkefnin/fraedslumal/skolaskrifstofur/
https://www.samband.is/verkefnin/fjarmal/talnaefni/rekstur-leik--og-grunnskola/
https://www.samband.is/verkefnin/fjarmal/talnaefni/rekstur-leik--og-grunnskola/
https://www.samband.is/verkefnin/skipulags--og-byggdamal/sameining-sveitarfelaga/
https://www.samband.is/verkefnin/skipulags--og-byggdamal/sameining-sveitarfelaga/
https://files.eric.ed.gov/fulltext/ED556346.pdf
https://doi.org/10.1177/1525822X05282260

Johansson, O., & Nihlfors, E. (2014). The Swedish superintendent in the governing
structure of the school system. In A. E. Nir (Ed.)Theeducational superintendent:
Between trust and regulation. An international perspectifgp. 179 38). Nova
Science Publishers.

Johansson, O., Nihlfors, E., Steen, L., J., & Karlsson, S. (2016). Superintendents in
Sweden: Structures, cultural relations anddeership. In L. Moos, E. Nihlfors, & J.
M. Paulsen (Eds.)Nordic superintendents: Agents in a broken chaipp. 1399
173). Springer. https://doi.org/10.1007/978 -3-319-25106-6

Jénasson, J. T., Ragrslottir, G., & Bjarnadottir, V. S. (2021).The intricacies of
educational development in Iceland: Stability or disruption? In J. B. Krejsler, & L.
Moos (Eds.). What works in Nordic school policies?Springer.
https://doi.org/10.1007/978 -3030-66629-3_4

QéreCd#ri Cda -Aa o6 XdorGedarHlFa WA gz2z22KA 1| yc¢
Cyprus and emerging implications for school leaderdManagement in Education
24(2), 629 68.

Khalifa,M. A., Gooden, M. A., & Davis, J. E(2016). Culturally responsive school
leadership: A synthesis of the literatureReview of Educational
Research 86(4), 12729 1311.https://doi.org/10.3102/0034654316630383

Kofod, K. K, Paulsen, J. M., Johansson, O., Pulkkinen, S., & Kanervitd. The school
boards between power and influence. In L. Moos., & M., Paulsen(Eds.), School
boards in the governance procesp. 1179 134). Springer.
https://doi.org/10.1007/978 -3-31905494-0_6

Lambert, L. (2003).Leadership capacity for lasting school improveme#SCD
Association for Supervision and Curriculum Development.

Lambert, L. (2006). Lasting leadership: A study of high leadership capacity schools.
The Educational Forumr0(3), 238g 254.

Lambert, L., Zimmerman, D. P., & Gardner, M. E. (2016)Liberating leadership
capacity: Pathways to educational wisdarfieachers Collage Press.

Landy,K. E., 2013. Enabling district structure: The relationship between perceived
district structure and principal se#fficacy (ETD Collection for Fordham University,
AAI3558426). https://research.library.fordham.edu/dissertations/AAI3558426

Lauckner, H., Paterson, M., & Krupa, T. (2012)Using constructivist case study
methodology to understand community development processes: Proposed
methodological questions to guide the researcprocess. The Qualitative Repoyt
1713), 1g 22. http://nsuworks.nova.edu/tqr/vol17/iss13/1

Leithwood, K., & Louis K. S. (Eds.). (2012)Linking leadership to student learning
Josseyass.

Leithwand, K., Harris, A., & Hopkins, D. (2008). Seven strong claims about successful
school leadership.School Leadership and Managemen28(1), 27g 42.
https://doi.org/10.1080/13632430701800060

100


https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.1007/978-3-030-66629-3_4
https://doi.org/10.3102/0034654316630383
https://doi.org/10.1007/978-3-319-05494-0_6
https://research.library.fordham.edu/dissertations/AAI3558426
http://nsuworks.nova.edu/tqr/vol17/iss13/1
https://doi.org/10.1080/13632430701800060

Leithwood, K., Harris, A., & Hopkins, T. (2020). Seven strong claims about successful
school leadership revisited.School Leadership & Managemen#0(1), 59 22.
https://doi.org/10.1080/13632434.2019.15 96077

Leithwood, K., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004)How leadership
influences student learning: Review of researgeport]. The Wallace Foundation.
https://lwww.wallacefoundation.org/knowledge-center/pages/how-eadership
influencesstudentlearning.aspx

Leithwood, K., Sun, J., & Mc@llough, C. (2019). How school districts influence student
achievement.Journal of Educational Administratiob7(5), 519g 539.
https://doi.org/10.1108/JEA 09-2018-0175

Levin, B. B., & Schrum, L.2017). Every teacher a leader: Developing the needed
dispositions, knowledge, and skills for teacher leadershiporwin.

Louis, K. S. (2015). Linking leadership to learning: State, district and local effects,
Nordic Journal of Studies in Educational Polic015(3), 6g17.
https://doi.org/10.3402/nstep.v1.30321

Louis, K. S., Leithwood, K., Wahlstrom, K. L., & Anderson, S. E. (2010).earning from
leadership: Investigating the links to improved studeaaining: Final report of
research to the Wallace Foundation
http://www.wallacefoundation.org/knowledge -center/schooHeadership/key-
research/Documents/Investigatinghe-LinkstodmprovedStudentLearning.pdf

Lune, H., & Berg, B. L. (2017).Qualitative research methods for the social sciencg
ed.). Pearson Education.

L6g um adskilnad domsvals og umbodsvalds i héradi nr. 92/1989 [Law on the
separation of judicial authority and agency of the provincBlo. 92/1989].
https://www.althingi.is/altext/stjt/1989.092.html

L6g um grunrskéla nr. 66/1995 [Compulsory School ActNo. 66/1995].
https://www.althingi.is/lagas/135a/1995066.html

L6g um sampeettingu pjonustu i pagu farseeldar barna nr. 86/2021 [Act on Integration
of Services for the Benefit of Children's Succesblo. 86/2021].
https://www.althingi.is/lagas/153b/2021086.html

MacBeath, J., Dempster, N., Frost, D., Johnson, G., & Swaffield, S. (2018).
Strengthening the connections between leadership and learning: Challenges to
policy, schools and classroom practiceRoutledge.

Madill, A., Jordan, A., & Shirley, C. (2000). Objectivity and reliability in qualitative
analysis: Realist, contextualist anddical constructionist epistemologiesBritish
Journal of Psychology1(1), 1g 20. https://doi.org/10.1348/000712600161646

weCgtKaT || dira *A hA gz2eslKA g s shygBLiCEE

nylegum stefnuskjélum um namskrarger@[3 g K+ 1+ dgC Kl j j GR- éga

liberalism in recent policy documents on curriculum developmehticelandic
Journal of Education22(2), 559 76.

101

0dr


https://doi.org/10.1080/13632434.2019.1596077
https://www.wallacefoundation.org/knowledge-center/pages/how-leadership-influences-student-learning.aspx
https://www.wallacefoundation.org/knowledge-center/pages/how-leadership-influences-student-learning.aspx
https://doi.org/10.1108/JEA-09-2018-0175
https://doi.org/10.3402/nstep.v1.30321
http://www.wallacefoundation.org/knowledge-center/school-leadership/key-research/Documents/Investigating-the-Links-to-Improved-Student-Learning.pdf
http://www.wallacefoundation.org/knowledge-center/school-leadership/key-research/Documents/Investigating-the-Links-to-Improved-Student-Learning.pdf
https://www.althingi.is/altext/stjt/1989.092.html
https://www.althingi.is/lagas/135a/1995066.html
https://www.althingi.is/lagas/153b/2021086.html
https://doi.org/10.1348/000712600161646

Maguire, M., Ball, S. J., & Braun, A. (2013). Whatevertjaj y gy G | # Eé dzf y 1 KHg
C él dHga

GyeirgdgCs &K & 6 é Kgunatd EquiatboRoRy28i3 828l |
338. https://doi.org/10.1080/02680939.2012.724714

McChesney, K., & Aldridge, J. (209). Weaving an interpretivist stance throughout
mixed methods researchinternational Journal of Research & Method in Education
42(3), 2259 238. https://doi.org/10.1080/1743727X.2019.1590811

Ministry of Education. (1994) Nefnd um moétun menntastefnu: Skyd@ommittee on the
formulation of educational policy: Report].
https://ww w.stjornarradid.is/media/menntamalaraduneyti
media/media/ritogskyrslur/menntastefna_1994.pdf

Ministry of Education. (1999).Adalnamskra Grunnskoéla: Almennur hiytrhe national
curriculum for compulsory school].
https://www.stjornarradid.is/media/menntamalaraduneyti
media/media/ritogskyrslur/AGalmennurhluti.pdf

Ministry of Education, Science and Culture. (2014a)lhe Icelandic national curgulum
guide for compulsory schoolg With subject areas
https://www.government.is/library/01 -Ministries/Ministry-of-
Education/Curriculum/adalnrsk_greinask_ens_2014.pdf

Ministry of Education, Science and Culture. (2014b)White Paper- on education
reform https://www.stjornarradid.is/media/menntamalaraduneyti
media/media/ritogskyrslur/White%20Paper%20on%20education%20reform%202
016.pdf

Ministry of Education, Sciege and Culture. (2020). Mat & innleidingu adalnamskrar
grunnskéla Nidurstoour kannana og adgerdir til Urbota/Evaluation on
implementation of the national curriculum for compulsory education: Findings from
surveys and a reform plan]https://www.stjornarradid.is/library/01 -Frettatengt--
myndir-og-
skrar/MRN/Mat%20%C3%A1%20innlei%C3%B0ingu%20a%C3%B0aln%C3%A1lms
krooC3%A1r%20grunnsk%C3%B3la_til%20birtingar%20%C3%A1%20vef 2021 a.p
df

Ministry of Education, Science and Culture. (2021 Menntastefna 2030: Fyrsta
adgerdaaeetlun 20214 2024 [Educational policy2030: The first action plan 2024
2024]. https://www.stjornarradid.is/library/01 -Frettatengt-myndir-og-
skra/MRN/Menntastefna_2030_fyrsta%20adgerdar%c3%al%c3%a6tiun.pdf

Ministry of Transport andLocal Government. (2017).Stada og framtid islenskra
sveitarfélaga[Status and future of Icelandic municipalities].
https://www.stjornarradid.is/lisalib/getfile.aspx?itemid=fbalf5889e1711e7941d-
005056hbc4d74

Moos, L. (2003). Educational leadershiplLeadership for/as Bildung?. International
Journal of Leadersp in Educatian, 6(1), 193 33.
https://doi.org/10.1080/1360312022000038522

102


https://doi.org/10.1080/02680939.2012.724714
https://doi.org/10.1080/1743727X.2019.1590811
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/menntastefna_1994.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/menntastefna_1994.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/AGalmennurhluti.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/AGalmennurhluti.pdf
https://www.government.is/library/01-Ministries/Ministry-of-Education/Curriculum/adalnrsk_greinask_ens_2014.pdf
https://www.government.is/library/01-Ministries/Ministry-of-Education/Curriculum/adalnrsk_greinask_ens_2014.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/White%20Paper%20on%20education%20reform%202016.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/White%20Paper%20on%20education%20reform%202016.pdf
https://www.stjornarradid.is/media/menntamalaraduneyti-media/media/ritogskyrslur/White%20Paper%20on%20education%20reform%202016.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Mat%20%C3%A1%20innlei%C3%B0ingu%20a%C3%B0aln%C3%A1mskr%C3%A1r%20grunnsk%C3%B3la_til%20birtingar%20%C3%A1%20vef_2021_a.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Mat%20%C3%A1%20innlei%C3%B0ingu%20a%C3%B0aln%C3%A1mskr%C3%A1r%20grunnsk%C3%B3la_til%20birtingar%20%C3%A1%20vef_2021_a.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Mat%20%C3%A1%20innlei%C3%B0ingu%20a%C3%B0aln%C3%A1mskr%C3%A1r%20grunnsk%C3%B3la_til%20birtingar%20%C3%A1%20vef_2021_a.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Mat%20%C3%A1%20innlei%C3%B0ingu%20a%C3%B0aln%C3%A1mskr%C3%A1r%20grunnsk%C3%B3la_til%20birtingar%20%C3%A1%20vef_2021_a.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Mat%20%C3%A1%20innlei%C3%B0ingu%20a%C3%B0aln%C3%A1mskr%C3%A1r%20grunnsk%C3%B3la_til%20birtingar%20%C3%A1%20vef_2021_a.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Menntastefna_2030_fyrsta%20adgerdar%c3%a1%c3%a6tlun.pdf
https://www.stjornarradid.is/library/01--Frettatengt---myndir-og-skrar/MRN/Menntastefna_2030_fyrsta%20adgerdar%c3%a1%c3%a6tlun.pdf
https://www.stjornarradid.is/lisalib/getfile.aspx?itemid=fba1f588-9e17-11e7-941d-005056bc4d74
https://www.stjornarradid.is/lisalib/getfile.aspx?itemid=fba1f588-9e17-11e7-941d-005056bc4d74
https://doi.org/10.1080/1360312022000038522

Moos, L. (2009). Hard and soft governance: The journey from transnational agencies to
school leadership.European Educatinal Research Journa8(3), 3979 406.
https://doi.org/10.2304/eerj.2009.8.3.397

Moos, L. (2013a). Prelude: Tuning the instrument. In L. Moos (EdIjfansnational
influences on values and practices in Nordic educational leadership: Is there a
Nordic model? (pp. 1g 18). Springer. https://doi.org/10.1007/978 94-007-6226-8

Moos, L. (2013b). Wrap up of the argument. In L. Moos (Ed.), Transnational influences
on values and practices in Nordic educational leadership: Is there a Nordic model?
(pp. 2139 223). Springer. https://doi.org/10.1007/978 -94-007-6226-8

Moos, L. (2017). Nedliberal governance leads education anéducational leadership
astray. In M.Uljens, & R. M.Ylimaki (Eds.),Bridging educational leadership,
curriculum theory and didaktik: Nowmffirmative theory of educatior{pp. 151g 180).
Springer. https://doi.org/10.1007/978 -3-31958650-2

Moos, L., Hansen, B., Bjork, G., & Johansson, O. (2013).eadership for democracy. In
L. Moos (Ed.), Transnational influences on values and practices in idic
educational leadership: Is there a Nordic model@pp. 1133 132).
Springer.https://doi.org/10.1007/978 94-007-6226-8

Moos. L., Johansson, O., Paulsen, J. M., Strand, M., & Risku, M. (2016). Desraxy in
complex networks: Political leaders and administrative professionals. In L. Moos, E.
Nihlfors, & J. M. Paulsen (Eds.)Nordic superintendents: Agents in a broken chain
(pp. 1779 206). Springer. https://doi.org/10.1007/978 -3-31925106-6

Moos, L., Kofod, K. K., & Brinkkjeer, U. (2016) Danish superintendents as players in
multiple networks. In L. Moos, E. Nihlfors, & J. M. Paulsen (EdsNordic
superintendents: Agents in a broken cha{pp. 259 64). Springer.
https://doi.org/10.1007/978 -3-319-25106-6

Moos, L., & Krejsler, J. B(2021). Denmark: Contracts and evidencbased best
practice. In J. B. Krejsler& L. Moos Eds.), What works inNordic school
policies?(pp. 299 46). Springer. https://doi.org/10.1007/978 -3030-66629-3 2

Moos, L., Nihlfors, E., & Paulsen, J. M(Eds.).(2016a). Nordic superintendents: Agents
in a broken chan. Springer. https://doi.org/10.1007/978 -3-319-25106-6

Moos, L., Nihlfors, E., & Paulsen, J. M. (2016b)Tendencies and trends. In L. Moos, E.
Nihlfors, & J. M. Paulsen (Eds.)Nordic superintendets: Agents in a broken chain
(pp. 311g 334). Springer. https://doi.org/10.1007/978 -3-319-25106-6

Moos, L., Paulsen, J. M., Johansson, O., & Risku, M. (201&overnmentality through
translation and snsemaking. In L. Moos, E. Nihlfors, & J. M. Paulsen (Eds.),
Nordic superintendents: Agents in a broken cha{pp. 2879 310). Springer.
https://doi.org/10.1007/978 -3-31925106-6

Moos, L., Paulsen, M. J., Nihlfors, E., Kanervio, P., & Pulkkinen, S. (2018ducational
governance: Politics, administration and professionalism. In L. Moos.,BM.,
Paulsen(Eds.), School boards in the governance procegpp. 879 100). Springer.
https://doi.org/10.1007/978 -3-31905494-0_6

103


https://doi.org/10.2304/eerj.2009.8.3.397
https://doi.org/10.1007/978-94-007-6226-8
https://doi.org/10.1007/978-94-007-6226-8
https://doi.org/10.1007/978-3-319-58650-2
https://doi.org/10.1007/978-94-007-6226-8
https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.1007/978-3-030-66629-3_2
https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.1007/978-3-319-05494-0_6

Nguyen, D., Harris, A., & Ng, D. (2020). A review of the empirical research on
teacher leadership (2003) 2017): Evidence, patterns and implicationslournalof
Educational Administration58(1), 60g 80. https://doi.org/10.1108/JEA -02-2018-
0023

Niesche, R., & Gowlett, C. (2019). Michel Foucault and discourses of educational
leadership. In R. Niesche, & C.Gowlett, Social, critical and political theories for
educational leadership(pp. 359 60). Springer.

Nihlfors, E., Johansson, O., Moos, L., Paulsen, J. M., & Risku, M. (2013he Nordic
KFjyirdglygaygl KG @stiénal gompadisdr. In L. MEYEAA +1 AKK
Transnational influences on values and practices in Nordic educational leadership:

Is there a Nordic model?(pp. 1939 212). Springer. https://doi.org/10.1007/978 -
9400762268

Northouse, P.G. (2016). Leadership: Theory and practicé/" ed.). Sage.

Nutter, J. L. (2021).The relationship between enabling district structure and principal
seltefficacy in South Carolingdoctoral study, University of South Carolina).
https://scholarcommons.sc.edu/etd/6396

OECD. (2021). Iceland Education Policy 2030 and its implementation. OECD
Education Policy Perspectives, No. 320ECD Publishing.
https://doi.org/10.1787/6e9d2811 €n

Owens, R. G., & Valesky, T. C. (2022) Organizational behaviour in education:
Leadership and school refornjl2" ed.). Person.

Olafsdéttir, B. (2016). Tilurd og préun ytra mats & islandi fra 1992016 [The origin
and development of external evaluation in Iceland from 1992016]. Netla g
Online Journal orPedagogy and Education
http://netla.hi.is/greinar/2016/ryn/14_ryn_arsrit_2016.pdf

Olafsddéttr, B., Jonasson, J. T., Sigurdardottir, A. K., & Aspelund, T. (2022). The
mechanisms by which external school evaluation in Iceland influences internal
yneéeGlkeé| drg eégia Ko ¢ HHRBordicddarhal of Bubliegjre GKG | 1 €861 d
Educational Policy209g 229. https://doi.org/10.1080/20020317.2022.2076376

Olafsson, R. F. (2019)TALIS 2018: Starfsheettir og vidhorf kennara og skolastjora a
unglingastigi grunnskoldTALIS 2018: Practices and attitudeof teachers and
principals at lower secondary school]. Directorate of Education.
https://mms.is/sites/mms.is/files/vefutgafa_- talis_2019.pdf

Olafsson, R., & Hansen, B. (2022)Characteristics of the authority basis of Icelandic
compulsory school principals in comparison to other TALIS countridsducation
Sciences 12, 1g 19. https://doi.org/10.3390/educsci12030219

Paulsen J. M., & Hgyer, H. K. (2016). Norwegiansuperintendentsare mediators in the
governancechain. In L. Moos, E. Nihlfors, & J. M. Paulsen (Eds.Nordic
superintendents: Agents in a broken cha{pp. 999 138). Springer.
https://doi.org/10.1007/978 -3-319-25106-6

104


https://doi.org/10.1108/JEA-02-2018-0023
https://doi.org/10.1108/JEA-02-2018-0023
https://doi.org/10.1007/978-94-007-6226-8
https://doi.org/10.1007/978-94-007-6226-8
https://scholarcommons.sc.edu/etd/6396
https://doi.org/10.1787/6e9d2811-en
http://netla.hi.is/greinar/2016/ryn/14_ryn_arsrit_2016.pdf
https://doi.org/10.1080/20020317.2022.2076376
https://mms.is/sites/mms.is/files/vefutgafa_-_talis_2019.pdf
https://doi.org/10.3390/educsci12030219
https://doi.org/10.1007/978-3-319-25106-6

Paulsen, M. P., Nihlfors, E., Brinkkjeer, U. & Risku, M. (20165uperintendent
leadership in hierarchy and network. In L. Moos, E. Nihlfors, & J. M. Paulseds.),
Nordic superintendents: Agents in a broken cha{pp. 2079 232). Springer.
https://doi.org/10.1007/978 -3-319-25106-6

Reglugerd um skolapjénustu sveitarfélaga vid leig grunnskoéla og
nemendaverndarrad i grunnskélum nr. 444/2019 [Regulation on school service of
GFrgdodj eGd|l dyK ¢HI j1yKEHAGK ég0 6HG] I GKi
compulsory schoolsNo. 444/2019]. https://www.reglugerd.is/reglugerdir/eftir -
raduneytum/menntaeg-menningarmalaraduneyti/nr/0444-2019

Risku, M, Kanervio, P., & Pulkkinen, S. (2016)Finnish superintendents are striving with
a changing operational environment. In L. Moos, E. Nihlfors, & J. M. Paulsen
(Eds.), Nordic superintendents: Agents in a broken chapp. 659 98). Springer.
https://doi.org/10.1007/978 -3-319-25106-6

Robertsdotti, S., Hansen, B., & Bjornsdéttir, A. (2019).Studningur vid skolastjora i
grunnskolum: stada og vaentingar [Support for principals in compulsory schools in
Iceland: What they get and what they wish forNetla g Online Journal on
Pedagogy and Educationhttps://doi.org/10.24270/netla.2019.16

Robinson, V. J. (2007). School leadership and student outcomes: Identifying what
works and why. ACEL Monograph Seriestl, 1g 31. http://www.saspa.com.au/wp-
content/uploads/2016/02/Robinson.pdf

Robinson, V. J. (2011)Studentcentered leadershipJosseyBass.

Robinson, V. J., Lloyd, C. A., & Rowe, K. J. @8). The impact of leadership on
KI Faygl KG HIE| 6HGY KA g égeéGRKdAK H¢E | ¢y 0d
Educational Administration Quarter)y44(5), 6359 674.
https://doi.org/10.1177/001316 1X08321509

Sahlberg, P. (2010).Finnish lesson: What can the world learn from educational change
in Finland? Teachers Collage Press.

Sahni, P. (2003). Introduction. In P. Sahni, & U. Medury (Eds.J3overnance for
development: Issues and strategi¢sp. 1g 10). PHI Learning Private Limited.

Samradsgatt. (2019)Tilllaga til pingsalyktunar um stefnumétandi aseltun i mélefnum
sveitarfélaga fra &rinu 2019 2033 og adgerdarazetlun fyrir arin 2019 2023, Mal
nr. 206/2019 [Review on the bill on policy plan on municipalities issues from
2019g 2033 and an action plan for 2019g 2023, Case No. 206/2019]. Island.is.
https://samradsgatt.island.is/olhmal/$Cases/Details/?id=1465

Samradsgatt(2022). Aform um frumvoérp til nyrra heildarlaga um skélapjénustu og nyja
pjonustustofnupMal nr. 195/2022 [ Plans for drafts for a new comprehensive law
on school services and anew service organization, Case WN. 195/2022 ]. Island.is.
https://samradsgatt.island.is/olhmal/$Cases/Details/?id=3308

Schleicher, A. (2016). Teaching excellence through professional learning and policy
reform: Lessons from around the worlthternational Sumrit on the Teaching
Profession. OECD Publishinghttps://doi.org/10.1787/9789264252059 -en

105


https://doi.org/10.1007/978-3-319-25106-6
https://www.reglugerd.is/reglugerdir/eftir-raduneytum/mennta--og-menningarmalaraduneyti/nr/0444-2019
https://www.reglugerd.is/reglugerdir/eftir-raduneytum/mennta--og-menningarmalaraduneyti/nr/0444-2019
https://doi.org/10.1007/978-3-319-25106-6
https://doi.org/10.24270/netla.2019.16
http://www.saspa.com.au/wp-content/uploads/2016/02/Robinson.pdf
http://www.saspa.com.au/wp-content/uploads/2016/02/Robinson.pdf
https://doi.org/10.1177/0013161X08321509
https://samradsgatt.island.is/oll-mal/$Cases/Details/?id=1465
https://samradsgatt.island.is/oll-mal/$Cases/Details/?id=3308
https://doi.org/10.1787/9789264252059-en









































































