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Abstract

In globally competitive circumstances promotion of education quality has 
become regarded as a crucial national activity with New Public Management 
ideas gaining prominence in school management policies. Head teachers or 
principals are now seen as critical leaders in schools and increasing their 
capabilities for professional leadership and management and performance 
through principal performance management (PPM) has received increasing 
attention.

In Taiwan, following recent, massive political and social change, educational 
reforms have reshaped a new context in which principals have encountered a 
great deal of challenge and role change. Issues of PPM have rarely been 
explored in Taiwan. The purpose of the study is, hopefully, to formulate a PPM 
system from literature review and empirical research to provide reference 
points for its policy makers. The former was mainly focused on conceptual 
analysis of PPM, including the possible bearing of philosophical paradigms 
and psychological and administrative theories and the experience of PPM 
conducted in Britain and New Zealand, as well as its precursor in principal 
appraisal in Taiwan. From these a possible PPM model and its elements have 
been delineated. The latter was conducted by methodological triangulation 
which combined questionnaire survey of 392 educational administrators and 
principals of primary and junior high schools in 23 counties/cities in Taiwan, 
followed by in-depth interviews with 24 stakeholders chosen purposively from 
three counties/cities.

It is suggested that Taiwanese administrators and principals would generally 
welcome a well planned, cyclical PPM system designed to help principals 
promote their professional capabilities and performance whose rationale was 
improvement-orientated accountability emphasising consensual objectives, 
cooperative partnership, shared commitment and sustainable development 
toward integrating individual and school objectives and the professional 
development and performance of principals. Suggestions are put forth to 
policy makers for setting up a practicable PPM policy aimed at integrating the 
HRM of principals and promotion of educational quality.
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Chapter One 

Introduction

1.1 Research Background and Significance

The growing ascendancy of New Public Management (NPM) ideas has 

triggered increased government scrutiny of educational processes and 

attempts at their reengineering through reforms which emphasise putative 

links between effective management of schools and improvement in their 

performance. At their core they regard ‘new management’ as a key tool in 

raising the performance standards of organisations, for example, by removing 

traditional bureaucratic practices, emphasising empowerment, specifying 

targets to be pursued, implementing performance management (PM), 

adopting a market-orientation, emphasising customer-focused systems of 

quality improvement and using the accountability of contractors to highlight 

outcome-based conceptions of management (Amstrong, 1998; Box, Marshall, 

Reed and Reed, 2001). In many countries since the1980s, such as the United 

Kingdom, America, New Zealand and Australia school-based management 

aimed at decentralising decision-making power from local government to 

schools, increasing the power of the latter in the hope of raising quality and 

effectiveness, has been given impetus. Influenced by NPM conceptions, 

governments have set up a variety of mechanisms of educational 

accountability, such as school performance management policies to promote 

professional capabilities and skills among principals and teachers with the 

ultimate aim of improving the achievement of students (Middlewood, 2002). 

Even in Taiwan, central and local governments have set policies in train since 

the 1990s which have included reengineering, privatisation, contracting-out,

i
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local decentralisation of management, performance management and public 

sector performance rewards (Central Personnel Administration, Executive 

Yuan, 2004), all of them reflecting the influence of NPM thinking on 

strengthening effectiveness, efficiency and productivity. Although the objects, 

purposes and operating processes of schools have not traditionally been the 

same as those of industry and commerce, or even other public sector 

institutions which strive for customers, visible outcomes/products and 

efficiency, for schools having traditionally laid greater emphases on the 

requirements of professional autonomy, raising their quality and performance 

has now also become part of the same high order of public expectation..

To raise and assure the quality of schooling is frequently the core purpose of 

educational reform. Principals are widely held, particularly by governments, to 

be vital leaders of effective schools, whose performance and management 

skills are crucial to their effectiveness. Concomitantly, official belief 

increasingly tends to be that their performance should be managed 

systematically toward improved capability and achievement of their duties. 

Given this context of governmental attachment to such processes, there 

would appear to be six reasons for pursuing research on formulating a 

practical principal performance management (PPM) system in Taiwan: 

increasing emphasis on the centrality of school principal roles; enhancement 

of school accountability; the need for integration of the human resource 

management (HRM) of principals; improving their continuous professional 

development (CPD); remedying the deficiencies of existing principal 

evaluation systems; and lack of existing systematic exploration of such 

systems.

2
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1.1.1 Increasing emphasis on the roles of principals

Greater emphasis on the roles of principals has engendered increased belief 

in the necessity of implementing PPM systems in schools. It might be 

contended that, in fact, few people doubt or deny that principals play 

important roles in leading effective schools. Most scholars and experts, from a 

variety of theoretical and practical perspectives, would tend to accept that, 

within existing constructions of schooling, principals are key persons in 

ensuring ‘effective schools’ (Valentine and Bowman, 1991). The mantra '(A)s 

is the principal, so the school’ has mutated into ‘(A)s effective principals, so 

effective schools’, summarising dominant perspectives as to their importance. 

Effective principals are depicted as performing their professional leadership 

and management tasks so as to: facilitate development of whole school vision; 

enhance administrative effectiveness; promote the quality of teaching and 

learning; and raise student standards. Much research has set out to indicate 

that principal leadership patently influences the quality of school management 

(Andrews and Soder, 1987; Bossert, 1982; Duke, 1987; McMahon, 2003; 

Sergiovanni, 1995; Thomas and Vomberg, 1991). Effective leadership of 

principals has been held to profoundly affect teachers’ teaching and student 

performance (Duke and Stiggins, 1985; Ginsbery and Thompson, 1992; 

Glasman, 1992; Hallinger and Murphy, 1985; Snyder and Ebmeier, 1992; 

Stufflebeam and Nevo, 1993). In Taiwan the national data base of PhD and 

Masters’ dissertations in recent decades reveals abundant research (see 

Table 1.1) concerning principal leadership which claims to confirm that it has 

significant, positive relationship with and effect on teacher efficacy, teaching 

effectiveness, work motivation, teacher morale, work involvement, 

organisational commitment, culture and climate, learning and execution and 

citizenship behaviours, work satisfaction, community participation, school

3
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effectiveness, quality management and education performance.

Table 1.1 The main areas of research on principal leadership in relation to 
________ teachers and schools in recent decades in Taiwan

Principal leadership 
in relation to

Dissertations

Teachers’ self 
efficiency

H. Z. Lin (2002); X. K. Zhang (2003)

teaching efficiency M. X. Chen (2002); M. Y. Chen (1997); Z. K. Jiang (1994); H. 
H. Lin (2002); X. B. Li (2000); Y. Z. Yang (2003); B. J. Zhang 
(1997)

work motivation L. M. Bai (1997)
teacher morale S. Y. Xu (2000); X. R. Ye (2002)

work involvement D. X. Chen (2003); L. M. Huang (2003)
organisational
commitment

X. X. Chen (2003); Y. Z. Peng (1997); S. H. You (2002)

organisational
citizenship
behaviours

B. X. Huang (2003); P. Y. Xie (1999) ; J. F. Zeng (2003)

work satisfaction Q. R. Chen (2000); D. C. Liang (2001); M. Z. Luo (2002); Z. 
Z. Zhu (2002)

community
participation

C. Y. Huang (1998); Y. Z. Wang (2003)

school
effectiveness

J. X. Cai (1999); Z. X. Cai (2003); F. M. Chen (2003); J. Y. 
Chen (2003); S. C. Chen (2000); H. Z. Lin (2001); J. Y. Lin 
(1998); R. Z. Ma (2003); H. Y. Wu (1995); M. X. Wu (2000); 
D. B. Xue (2003); Z. F. Zeng (2003); C. J. Zhang (1996); S. 
G. Zhang (2003); H. Y. Zhang (2001); Q. X. Zhang (1995); Y. 
M. Zheng (2004)

organisational 
culture and climate

W. Y. Chen (1995); S. F. He (1995); Q. X. Zhang (1995); Y. 
F. Zhang (2001)

organisational 
learning and 

execution

Y. Y. Lin (2003); Z. R. Zhang (2001)

quality
management

Z. H. Li (2003)

education
performance

Z. W. Fan (2001); Y. M. Huang (1999)

4
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If we synthesise findings from both Western and Eastern research activity, we 

see that they seek to reaffirm that the roles of principals who supply powerful 

leadership and management are vital in influencing school effectiveness. If 

such claims are accurate, paying attention to their performance and actively 

helping them, where possible, to enhance their capabilities, while monitoring 

their actions so as to be able to gauge whether they have acted successfully, 

should engage our attention. An agreed, appropriate PPM system should be 

capable of attending to these matters (Stufflebeam and Nevo, 1993).

In Taiwan, principals have in the past tended to function as administrative 

managers, mostly acting as executives, closely following government 

direction. However, in the last decade their roles have been seen to be 

shifting in the direction of leadership required by changed policies on 

curriculum and deregulation and transfer of decision making power from 

central government to local government and schools and from principals to 

teachers and parents. Schools now have more power of self management on 

curriculum and personnel decisions. Principals have to account for strategic 

planning. Participatory management has become the normally expected style; 

principals are required to share power with school teachers and parents in 

curriculum planning decisions and personnel selection. From time to time they 

must negotiate important school policies, especially those concerning teacher 

rights, with teacher unions at school level. All of these changes have brought 

considerably more challenges, with new and complicated role expectations, to 

principals than ever before. Unavoidably, they tend to encounter more 

dilemmas and ethical conflicts (Cuban, 1995; Dening and Quinn, 2001; 

Dilmmock, 1996; Goodwin, Cunningham and Childress, 2003; N. Y. Huang, 

2004; M. D. Lin, 2002; Walker, 2000; Walker and Dimmock, 2000; Q. S. Wu, 

2001). Moreover, their position atop school bureaucratic organisations

5
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continues to leave them in positions of isolation during their careers (Hewton 

and West, 1992; Mercer, 1996), in need of continual support and feedback 

from external advisers so as to help them adapt to changing environments 

and facilitate effective management behaviour. Planning a sound system of 

principal performance management which helped direct principals toward 

achievement of annual targets, while providing them with supportive 

professional partnership is, arguably, made even more imperative by such 

circumstances.

1.1.2 Enhancing school accountability

Arguments that systematically conducting principal performance management 

can facilitate school accountability and raise student achievement standards 

are frequently underpinned by economistic rationalisations that educational 

quality is intimately connected to international competitiveness, particularly, in 

an era of globalisation when it is increasing in intensity (Middlewood, 2002). 

Cuff, Sharrock and Francis (1998) indicated that in post-information 

technology society changes occur in the structure of production in which 

knowledge has not only altered its position but assumed predominant status. 

The era of the ‘knowledge economy’ has become part of popular discourse in 

modern society. As knowledge acquisition is dependent on education, 

improving the latter’s structures so as to raise its quality has become a core 

mission of governments in recent decades. However, accompanying values of 

equity and emphasis on an open society render the promotion of mass 

knowledge not only an economic but also a political problem (Cuff, Sharrock 

and Francis, 1998). Expanded government involvement and intervention has 

become regarded as reasonable, even inevitable. Especially when 

education’s quality fails to meet mass expectation, educational problems

6
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become issues of politics. Many educational reform policies put into action by 

governments to improve student achievement, including movements toward 

educational accountability in the 1980s were officially justified as necessary 

remediation for many failed education/teaching programmes (D. F. Chang, 

2004, Chang and Li, 2002; Wu, Huang and Xu, 2002). Its key terms, for 

example, standards, assessment, evaluation, outcomes and performance 

became the stuff of accountability discourse. In the 1990s, following the rise to 

fashion of educational decentralisation, we were provided with the discourse 

of restructuring schools, school-based management, charters and school 

choice. Within it, the main, official purpose of decentralisation was not simply 

to empower schools but to ensure accounting of their responsibilities for 

raising student performance. Its direction flowed from government to schools, 

from administrators to principals and teachers. The techniques adopted 

shifted gradually from performance appraisal to performance management 

and their purposes and emphases varied from individual accountability to 

combine both accountability and development purposes. Target setting also 

shifted from merely focusing on achieving performance of principals to 

embrace their professional development.

In Taiwan educational environments have been changing since the end of 

martial law was declared in 1987. A more open society and its accompanying 

education policies that have altered traditionally standardised and uniform 

education policies by, for example, amending the nine-year curriculum 

guideline, opening textbook markets for private publishers and enabling 

schools to employ teachers directly. However, conditions of such increased 

educational autonomy, diversity and competition, just as when capitalism 

characteristically strives for free competition, will normally tend to engender 

problems of inequality of educational opportunity and greater stratification and

7
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differentiation. That students might not necessarily enjoy the benefits of 

decentralisation policies is a matter which should be of concern to 

governments actively pursuing them, particularly as distinctions between 

‘public’ and ‘private’ forms of governance and provision, complexity take more 

particularistic forms (Dale, 1997). While sound PPM systems might facilitate 

principals setting specific school targets annually and managing their 

performance systematically in ways that would mitigate some of the possible 

undesirable effects of current change, we might also argue that this might also 

need to be accompanied by more profound insight on their part on some of 

the less overt and acknowledged aspects of policy intentions and change.

1.1.3 Integrating principals’ human resource management (HRM)

In recent decades in both America and the UK human resource management 

(HRM) policies and programmes have been set up, aimed at enhancement of 

the leadership and management capabilities of principals/heads. To promote 

the manpower quality of principals, national standards for headteachers, 

professional qualifications, induction and in-service training programmes, 

performance management, and national colleges for school leadership have 

been funded and introduced.

In contrast in Taiwan there have been few policies that have really focused on 

principals’ professional development and those that have lacked deliberate, 

planned HRM programmes, changing principal selection systems but ignoring 

their training and qualification processes (X. Y. Cai, 2000; Q. H. Feng, 2002; 

W. L. Lin, 1999; H. Q. Lin, 2000; A. M. Li, 2002; Wang and Xie, 2002; W. Q. 

Xie, 1999; D. F. Zhang, 2002). Although principals are required to be 

appraised only at the end of their four year cycle of tenure, appraisal systems

8
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still differ between local counties (Cheng, 2002a, 2003) and their deficiencies 

have been unexpected (Cheng, 2002c). Appraisal results are referred only to 

Principal Selection Committees (PSCs) in some counties/cities and focus on 

summative, not formative, purposes. For such reasons it is, arguably, not only 

necessary to establish a HRM system for principals in order to promote their 

manpower quality but to set up a PPM system to provide feedback, assure 

target achievement to integrate their HRM.

If organisations rely on high quality manpower to assist them in attaining their 

objectives effective human resource recruitment, employment and 

management becomes the key to their development. Within human resource 

management that covers human planning, recruitment, appointment, 

maintenance, appraisal, compensation, training and development, promotion, 

and award (Lunenbury and Ornstein, 2000; Smith, 2001; Webb and Norton, 

1999), performance appraisal can be used as the scrutinising tool for other 

functions. It can help organisations to plan future manpower, assess whether 

recruitment processes are successful, provide reasonable compensation to 

motivate employees, judge what training courses are necessary for individual 

persons and promote employee potential (Q. R. Lin, 1998; D. Z. Qi, 1999; H. 

C. Zhang, 2000). However, performance appraisal is merely a means and not 

an end; target achievement remains its ultimate purpose.

1.1.4 Improving the continuous professional development of principals

The fourth reason for introducing a PPM system could be argued to be that it 

can satisfy needs for principals’ continuous professional development 

throughout their career, entailing successive processes from preparing 

individuals to become principals, helping to sustain their performance, to

9
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eventually facilitating exit from their positions. Principals’ duties, roles and 

obligations alter in time, space and circumstance and they encounter 

continually transforming processes in their physical, mental, and social lives. 

Normally principal professional careers can usefully be divided into six, 

usually successive stages: (1) career exploration, before preparing to become 

a principal; (2) adaptation, roughly the first three years in the job; (3) transition, 

where they tend to encounter two different kinds of career choices, successful 

principals entering a period of stabilisation, unsuccessful ones becoming flat, 

conservative, withdrawn or exiting, though some, given assistance, might be 

enabled to enter; (4) maturation, a stage where they may completely control 

their career with respect of a variety of duties and challenges, going on to; (5) 

a professional stage when they are not only equal to their jobs but adequately 

display their leadership and educational decision making abilities, finally 

reaching; (6) a mentor stage, where they are capable not only of successfully 

exhibiting performance in their profession but can act as mentors. The actual 

events that Taiwanese principals may now go through in their careers can be 

expected to encompass preparation, pre-service training, qualification, 

selection, appointment, induction, in-service training and development, 

appraisal, reassignment, promotion and exit (M. D. Lin, 2002). Each develop 

their professional careers in different ways and only few may reach what we 

have termed the mentor stage, though many may become ‘professional’ 

principals, provided they acquire support that appropriately enhances their 

capabilities.

However, in Taiwan, principals have not to date experienced such trajectories 

with any degree of consistency and adequacy. School senior deans who are 

minded to become principals must prepare themselves to take an 

examination organised by their local government authority, where they will

10
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compete with others, but for which there is no adequate preparation, 

curriculum design or qualification/test procedure. ‘Winners’ join loosely 

planned pre-service training courses of 4-10 weeks duration and undertake 

practical training. Principals who have accomplished pre-service training 

receive only certification issued by local government; there is no standardised 

qualification. Candidates for principalships then apply for selection by 

principal selection committees (PSCs) set up by local governments but the 

process is regarded as controversial, marked by excessively subjective 

judgement and political intervention, resulting in unfair appointments (H. X. 

Cai, 2000; Chang and Jian, 2001; B. S. Chen, 2001; B. T. Ke, 2001; M. H. Liu, 

2002; M. Q. Qin, 2002; Z. M. Tang, 2002; Q. S. Wu, 2002; Wu and Zhang, 

2001; M. X. Yang, 2000). Those who are selected for employment in schools 

for their first tenure, normally of about four years, find that there is no 

induction system, while incumbent principals sign up for, or are assigned to, 

inadequately planned, in-service training courses provided by local 

government which may well fall short of adequate professional standards. 

Only at the end of their tenure will they receive appraisal or school evaluation, 

of only a summative kind, designed to provide a basis for their re-selection. 

Principals whose tenure runs out can apply once to the Selection Committee, 

either to remain in the same school or transfer to other schools, those 

re-selected continuing their principal career and unselected principals being 

either reappointed as teachers, moved to other suitable positions, or retired, 

often provoking middle career transformation crises. Finally, principals may 

retire before or on their mandated date.

It is evident that principals at different career stages face distinct events and 

varieties of demands. All undoubtedly need professional support and 

consultation in planned ways that coordinate their needs for career
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development with the annual objectives of school development plans and 

performance targets. Given the continuing lack of systematic professional 

development planning focused on principals’ careers in Taiwan, a PPM 

system that combined these desiderata with supportive feedback and 

appraisal might be argued to be highly desirable.

1.1.5 Modifying deficiencies in the Taiwanese principal evaluation 

system

Before 1999 school principals were appointed at local governmental level 

following a series of processes which was prefaced by their examination and 

pre-service training and followed, after each period of tenure, by 

reappointment or reassignment. However, in the way that Lord Acton’s 

famous dictum insinuates that ‘power tends to corrupt and absolute power 

corrupts absolutely’ (Langlois and McAdams, 1992: 2), political intervention 

occasionally occurred with respect of such appointments and there was also 

failure to deal with the inadequate performance of others. Educational 

reformers sought to alter selection of principals by a single person at the top 

of local government hierarchies to committees consisting of parents, 

teachers, administrators and experts and to request that principal 

performance should be appraised (Committee of Education Reform for the 

Executive Yuan, 1996).

The evaluation of school principals became mandatory with the amendment 

of the Compulsory Education Act in 1999. All incumbent principals at the end 

of their tenure were to be appraised and judged by their PSCs to ensure that 

their performance has been satisfactory. The evident purpose of such 

changes in principal selection policy was to enable selection of the most

12
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suitable candidates for each school, weeding out the inadequate. Indirectly it 

raised the whole issue of principal manpower. Among the outcomes of 

implementing policies that removed inadequate individuals and enforced the 

requirement upon all principals to make their decision making processes more 

transparent, giving more respect to colleagues than formerly, it has been 

claimed that some negative side effects have been generated, including some 

collapse of the ethical traditions of mutual respect on campus. Confusing and 

vulgarising of the role of principals in negotiating processes, inhibiting their 

action in the interests of avoiding increasing the workloads of teachers and a 

tendency to adopt interpersonal rather than professional orientations in 

decision making has been depicted as a degree of pandering to reality rather 

than being guided by ideals. Even worse, 'election culture' has been claimed 

to intervene in campus activity, expanding the privileged position of Parents 

Committees (PCs) in school administration and leading to removal of some 

excellent principals unwilling to submit to new selection processes (B. S. 

Chen, 2001; M. X. Liu, 2002; M. Q. Qin, 2002; Z. M. Tang, 2002; Q. S. Wu, 

2002; M. X. Yang, 2000), hoping to the cling to the ‘old’ and its complicated 

political possibilities. Although these problems and disputes could be solved 

gradually by changing selection processes and privileging the centrality of 

principals' appraisal to them, there have been only a few local government 

authorities which have really taken the results of appraisal as the key point of 

reference in PSCs judgments (Cheng, 2002a). Left local, different ideas and 

degrees of value placed on them abound and generate diverse process and 

practice. Given the summative purpose of principal appraisal, anxiety, stress 

and threat are still high for those undergoing it. At present it engenders only 

very limited formative benefits in enhancing principal capabilities and 

performance. Cheng (2002b) firmly contended that the accountability 

orientation of principal evaluation in Taiwan could not meet personnel

13
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evaluation standards of property (ensuring that the right of appraisees will be 

protected), utility (ensuring that personnel evaluation constructively 

contributed to developing competence and delivering excellent service), 

feasibility (ensuring that personnel evaluation is conducted in reasonable 

institutional settings) and accuracy (ensuring that an evaluation has produced 

dependable information) (Joint Committee on Standards for Educational 

Evaluation, 1988). Such reasons render it necessary to modify present 

appraisal systems in Taiwan; they are unplanned, lack support and 

incorporate insufficient professional dialogue. Moreover, they are insufficiently 

developmental and insufficiently continuous to become performance 

management systems capable of combining emphasis on performance and 

professional development, setting shared objectives with advisers and 

ensuring ongoing communication, dialogue and cooperation with them during 

the appraisal year. Such features would be widely regarded as requiring 

incorporation if principals are to be provided with appropriate feedback and 

counselling support based on accurate performance date and analysis, such 

as will help them in setting improved objectives for the next year. Performance 

appraisal should pay more attention to such processes and developmental 

needs and is arguably more likely to finally result in better performance and a 

sense of satisfaction for principals than those currently formulated by 

Taiwanese local government agencies

1.1.6 Lack of systematic exploration of PPM system in Taiwan

Issues of PPM have rarely been explored. In Western education systems, 

though recently there have been some related publications which have 

focused mainly on teacher performance management (Bubb and Hoare, 2001; 

Dean, 2002; Hartle, Everall and Baker, 2001; Jones, 2001; Middlewood and
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Cardno, 2001; Reeves, 2002; Tranter and Percival, 2006; West-Burnham, 

O’Neill and Bradbury, 2001), following the impetus given by government to 

performance management policy in schools. In contrast, research on principal 

performance management remains rare. In Taiwan, most of the theoretical 

and practical knowledge of performance management has been in business 

fields. But the organisational structures and nature of schools and industrial 

and commercial enterprises are different. Its schools are managed by strong 

bureaucratic local government organisations, to whose line managers, 

principals are accountable, while within them they share more and more 

decision making power with teachers, engendering a dual system (Owens, 

2001). Although notions of management generated in enterprise still provide 

inspiration, it can only be apposite to construct PPM system as appropriate to 

educational environments. In Taiwan while principals should be appraised 

once per tenure, researches have tend to focus mainly focussed on 

constructing appraisal systems (J. Z. Cai, 2004; Z. B. Chen, 2005; Cheng, 

2002a; D. R. Zhang, 1999; Hou, Zhang, Lin, Zhu, Liu, and Chen, 2000; J. S. 

Wu, 2001; D. Y. Wu, 2001; D. Y. Wang, 2004; S. J. Wu, 2006), others on 

appraisal criteria/indicators or methods (M. E. Chen, 2003; M. Y. Chen, 2005; 

G. B. Guo, 2001; Y. J. Hu, 2002; W. S. Huang, 2002; Y. H. Luo, 2000; Z. R. 

Wu, 2002; S. Y. Wu, 2003). However, as has been contended, performance 

appraisal is distinct from performance management in nature, the former 

focused on predicted objectives and criteria in its collection and analysis of 

data on appraisees as the basis of judgment in personnel decisions. In 

contrast, the latter focuses on development that emphasises managers and 

appraisees as cooperative partners in improving the latter’s capabilities and 

performances. As a management system it is progressively cyclic, moving 

through planning, counselling and review. Any formulation and introduction of 

such a system within such a unique culture as the Taiwanese, in replacement
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of our present principal evaluation system, requires careful research.

1.2 Research Purposes

In the light of the evidential and policy backgrounds and their significance 

described above, the main purpose of this study is to establish the possible 

conditions of formulating and implementing a practicable PPM system for 

primary and junior high schools in Taiwan. Senior high schools are excluded 

because compulsory education in Taiwan, managed by local government, 

extends for only nine years, from primary to Junior high school in which 

management systems are similar. Senior high schools are managed by 

central government and have more autonomous decision-making powers and 

management systems. Their need for PPM might be just as real but prospect 

of its introduction and the logistics of its investigation would be quite different. 

It was thought that this study should:

1. clarify the basic concepts of PPM and compare it with principal 

performance appraisal.

2. explore theoretical analyses of the implications of PPM;

3. examine the experience of PPM devised and implemented in Britain 

and New Zealand and review the current situation in Taiwan.;

4. construct a preliminary, feasible model and its elements for formulating 

a PPM system;

5. empirically examine a feasible PPM system and practical means of its 

introduction in the light of the views of administrators and principals; and

6. synthesise conclusions and recommendations for policy makers and 

further research.

16
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1.3 Research Questions

More specifically, this study is designed to explore the following research 

questions:

1. What are the core concepts of PPM? How can we differentiate 

performance management from performance appraisal?

2. What can be drawn forth as to the conditions and implications 

formulating the PPM system from philosophical, psychological and 

administrative perspectives?

3. What experiences are there of PPM system implementation in Britain 

and New Zealand? And what has happened in Taiwan?

4. What can be gathered as to the feasibility and practicality of PPM 

systems from literature review?

5. How do administrators’ and principals’ views of the desirability of, 

formulation and implementation of PPM shed light on its prospects in Taiwan?

6. What does the study have to say to policy makers and researchers?

1.4 Overview of Methodology and Scope

Following literature review, field work employing methodological triangulation 

which combined questionnaire survey and interview examined the views of 

educational administrators and principals of primary and junior high schools 

on formulating a PPM system in Taiwan. The purpose of the former was to 

examine perspectives that located and clarified basic PPM system concepts 

and drew out their theoretical implications from relevant philosophical, 

psychological, and administrative discourses which, alongside insights from 

Britain, New Zealand and existing Taiwanese experience, were used in 

framing the instruments used for empirical research.
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The main purpose of the questionnaire survey was to elicit opinions of 

administrators and principals as to whether and how to formulate a practical 

PPM system with respect to its three stages of planning, implementing and 

outcome treatment. The main purpose of interviews, in turn, was to flesh out 

questionnaire responses by exploring in more depth the opinions of principals 

drawn from primary and junior high schools and administrators from the 

Ministry of Education and Bureaus of Education in charge of school affairs in 

local government.

1.5 Research Framework

The framework of this study in pursuing the purposes and questions outlined 

is depicted in Figure 1.1 and consists of four parts, conceptual analysis, PPM 

system analysis, empirical study and conclusions. The main purpose of the 

conceptual analysis is to provide a foundation of formulating PPM system 

practice. It consists of three parts, including basic concepts (Chapter Two), 

theoretical analysis (Chapter Three) and the PPM experience of Britain, New 

Zealand, and Taiwan (Chapter Four). The analysis PPM systems aims at 

exploring their structures and rationales by examining what are regarded as 

feasible models of practice in terms of their planning, implementation, and 

outcome treatment stages (Chapter Five). Empirical research was devoted to 

examining what Taiwanese administrators and principals thought about 

formulating PPM system practice, using mixed method design which 

combined questionnaire survey and interview (Chapter Six). After data 

analysis (Chapter Seven), the study concludes by briefly synthesizing and 

reflecting upon these activities and providing some recommendations for 

educational policy-makers and researchers (Chapter Eight).
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Figure 1.1 Research framework of the study
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Chapter Two

A Conceptual Analysis of PPM

2.1 Introduction

This chapter is devoted to what may be regarded as basic concepts of PPM in 

terms of their delineation in the growing literature in the area. It will seek to 

draw out the way in which ‘management’ as a field of knowledge is 

characterised by the limitations of all social science knowledge, both resting 

upon paradigms that may be regarded as more or less incommensurate or 

subject discourses which are horizontally structured, theoretically weak and 

ideologically embattled. It serves merely as preface to later, theoretical 

accounts in Chapters Three that appear to have fed into and may even be 

regarded, in some respects as, ‘good science’ backing PPM and attempts to 

review the experience of PPM systems in three countries in Chapter Four. 

Chapter Five forms a bridge between them, where a possible model for PPM 

is proposed and its use as a basis for empirical investigation described in 

Chapter Six and reported in Chapter Seven, which contexts the prospect of its 

introduction in existing, discontinuous principal appraisal mechanisms in 

Taiwan. It is acknowledged that the attempt to clarify a sound basis for its 

development in Taiwan is essentially an exercise in normative professional 

practice. The hope here that it will be as conceptually, as well as empirically 

well founded, as possible. There are five sections in this chapter concerning 

definition and nature of PPM, its purposes and functions, integration of 

different approaches, relationship and position within school and factors of 

influencing principal performance.
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2.2 Definition and Nature

In understanding the nature of PPM we must first clarify the concepts of 

‘performance’ and ‘management’.

2.2.1 Performance

Performance has many diverse and specific meanings in different fields. 

Relevant individual performance may vary in terms of goals and duties 

expected in organisations. In industrial and commercial enterprise notions of 

performance tend to focus mainly on products and benefits. In educational 

organisations it is likely to be conceived of more in terms of educators’ 

behaviours and non-profit outcomes and referred to in terms, such as 

effective leadership, teaching behaviours and student attainments. However, 

what performance processes across organisations can be held to have in 

common is that they tend to concern the behaviour and outcomes delivered 

by individuals in relation to prescribed roles or duties, especially in relation to 

characteristic target achievements. Bates and Holton (1995) indicated that 

performance is inevitably a multi-dimensional construct, different definitions 

needing to be measured by different methods. Basically three categories 

concerning the meanings of performance are recognised in the literature 

(Bemardin, Kane, Ross, Spina and Johnson, 1995; Campbell, 1990; 

Campbell, McCloy, Oppler and Sager, 1993) relating to behavioural, outcome 

and combined dimensions.

2.2.1.1 Behavioural Dimension

Though most of what happens in organisations, according to Etzioni’s (1960)
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famous dictum, is behaviour that does no other than ensure that they persist 

as social systems, in conventional management discourse the behavioural 

dimension of performance tends to refer only to those actions pertaining to 

objectives that individuals engage in when pursuing organisational targets. 

Not all behaviours exhibited by individuals within an organisation are related 

to performance, only those contributing to obtaining its goals. Defining 

performance, therefore, involves a process of judgment in relation to the goal 

requirements of organisations. In particular, only those activities which are 

observable, measurable and quantifiable tend to be deemed performance 

behaviour (Campbell, McCloy, Oppler, and Sager, 1993). Ilgen and Schneider 

(1991: 3) indicated that performance is what the person or system does. 

Mohrman, Resnick-West and Lawler (1989: 48) described performance as 

consisting of individuals engaging in behaviour in situations so as to achieve 

results. Campbell et al. (1993: 40) argued that performance was to be seen 

not so much as the consequence or results of action but as synonymous with 

behaviour that people actually did and which could be observed. Processually 

such behaviours are the means of achieving outcomes which count as 

reaching organisational goals. In the cases of some organisations and 

positions, such as schools and leaders, outcomes are not easy to judge 

directly, so that the behaviours which individuals display become the focus of 

performance. Emphasis is laid very much on the behaviourally overt and 

existence and character of organisational goals are generally taken to be 

unproblematic.

2.2.1.2 Outcome Dimension

Outcome dimensions of performance refer to those results delivered by 

individual actions that correspond to the goals of and contribute to the target
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achievement of organisations. The actions or behaviours in which individuals 

engaged are not recognised as performance, only those final outcomes 

pertaining to the goals of organizations to which they give rise. For example, 

principals may strive to formulate and implement their curriculum programmes 

in the hope of raising the achievement standards of students but indulge in 

futile effort if their actions or behaviours can not be recognised as 

performance. On this view it follows that appraising performance should not 

merely be judged in terms of behaviours but should rely, in the last resort, 

upon results. Adopting such a perspective, Bernardin et al. (1995: 470) 

indicated that performance is the record of outcomes produced in terms of a 

specified job function or activity during a specified time period. Rao (2004: 5) 

pointed out that the most acceptable and visible, as well as measurable, 

dimension of performance is the result or output. What we should always 

remember is that such an emphasis has little to do with what sociologists 

would regard as 'actually happening’ in organizations, in ways that might 

serve as meat and drink to ethnographers for whom the notions that 

organisations are ‘owned’ and ‘do’ certain things qua goal pursuit would be 

issue rather than given datum. That organisational theory in general has 

exhibited a succession of competing approaches had been well attested since 

Mouzelis (1967) and Silverman (1968) and related to educational institutions, 

in particular since Davies (1973)

2.2.1.3 Combining behaviour and outcome dimensions

It is well acknowledged, however, that merely judging individual performance 

as behaviours or outcomes is inadequate. The outcomes that individuals 

strive for are influenced by a variety of factors, some of which are beyond their 

control. Moreover, it is sometimes difficult to display concrete results directly

23



Chapter Two Conceptual Analysis o f PPM 24

for individuals with managerial duties and it would be unfair to appraise their 

performance simply from outcomes. It is contended, therefore, that the best 

way to define the meaning of performance, even in formal organisational 

contexts, is to see it as embracing both behaviour and outcomes. 

Furthermore, no matter what is to be observed or measured in terms of 

individual behaviours or outcomes, they should be judged during specified 

periods of time and situations if accurate and rational appraisal of them is to 

be achieved. It is important to distinguish whether performance is historic or 

current; whether it has resulted from individual or team or organisational effort; 

or whether it is based on individual endeavour or caused by chance stemming 

from external factors, such as circumstantial change. Defined in such terms, 

principal performance can be defined as the behaviours or outcomes which 

they display in relation to targets set and achievement established during 

particular periods of time, within specific circumstances. Its judgement should 

be contested with some sensitivity within the more general ‘noise’ that 

characterizes all organizational process. It bears repeating that sociologists, 

such as Etzioni (1960) speculating almost half a century ago as to what 

fraction of organisational activity might be regarded as ‘goal-oriented’ rather 

than ‘self-maintaining’ tended toward answers in single figures.

2.2.2 Management

Management is a series of activities involving a variety of organisational 

elements. These include the object to be managed, purpose, organisational 

objectives, process, method and action. Management by a unit or persons is 

initiated in organisations which account for its responsibilities. Its purposes 

tend to be somewhat anticipative with respect of actions likely to achieve 

objectives. With respect, for example, of school principals, there are specific
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objects to be managed, such as personnel, affairs, finance or facilities for 

whom practical methods must be formulated in the hope of achieving 

objectives relatively effectively. Reaching objectives may not be achievable in 

one or even several steps but through a series of dynamic processes and 

activities, for example, with respect of planning, implementing and controlling 

(Bedeian, 1989; Cheng, 2004; Pearce and Robinson, 1989; Q. S. Wu, 2004). 

Moreover, in managing personnel, interaction and setting shared targets, 

providing continuous support for their achievement tends to be both expected 

and required in many organisational contexts. In such terms, management 

can be thought of as a series of processes or behaviours that a specific unit or 

delegated person with anticipative purposes shows toward specified objects 

in search for effective methods, within a dynamic process, to accomplish the 

objectives set within in organisation. Again, who or why such objectives are 

set tends to remain unproblematic in the traditional management literature, 

such approaches tending to remain shy of delving into considerations of 

power and control. At the same time, in personnel management discourse, 

management processes are increasingly expected to encompass shared 

commitment on target settings, continuous communication, dialogue and 

cooperation between managers and subordinates in the hope that the targets 

may be the more effectively achieved.

2.2.3 Performance management for principals

While there is little research on PPM there is a good deal of output in terms of 

other approaches to principal appraisal/evaluation in Taiwan. Conceptions of 

performance management (PM) derived from both educational and business 

practices can provide useful clarification and understanding of school 

processes. From a school perspective Q. F. Zheng (2004) defined PM as a
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system designed to integrate organisational and individual goals in managing 

and appraising the conduct and results of departmental processes by means 

of determinate procedures and methods designed to enhance subordinates’ 

capabilities and raise their level of organisational performance. Western 

scholars, such as Hartle, Everall and Baker (2001: 3) have indicated that 

while 'PM' has no standardised definition it implies a process: that links 

teachers, support staff and their respective roles to the success of pupils and 

schools; establishes shared understanding of what has to be achieved and 

how and of managing staff in such a way that it will be achieved; and ensuring 

that staff are doing right things in the most effective way possible, to the best 

of their ability. Armstong (2004: 1), from a business HRM perspective, 

advocated PM as a strategic and integrated process intended to deliver 

sustained success in organisations by improving the performance of people 

who work in them and developing the capabilities of individual contributors 

and teams. On this view, it is seen as important that PM should lay emphasis 

on: integration as the axis that can link tasks, behaviours and outcomes 

across a whole organisation, its teams and individuals, combining functions 

with HRM; the sharing of processes between managers and individuals; 

sustained success as its ultimate purpose; performance improvement and 

developing individual capabilities; and regard for it as a strategic process 

integral to the operation and function of the whole organisation. Numerous 

researchers (Armstrong, 2004; Bacal, 1999; Rao, 2004) have indicated that 

the essence of PM lies in the concepts of cooperation and sharing between 

managers and subordinates during interaction and communication processes.

Manifestly in order to seek and sustain success, when viewed in this way, 

organisations should establish a strategic performance management system 

aimed at integrating its organisational functions. Such a system might set out
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not only to underline the need to combine individual and organisational 

objectives but to give consideration to both reaching performance objectives 

and promoting individual capabilities. It should also highlight consensus and 

shared commitment on objectives and processes between individuals and 

organisations. During its implementation phase it should not only stress 

effectiveness and efficiency of methods but communicating, cooperating and 

sharing processes between managers and subordinates. In seeking to 

optimise organisational objectives, individual performance improvement and 

professional development such a system should be thought of as a cyclical 

process pursuing targets limited by period, scope and condition.

Principals are the objects in PPM rather than schools or teams. The 

administrative management systems within which they work in different 

countries will be diverse and definitions of PPM would differ in each. In 

England and Wales, the central government (DfEE 2000a; DfES 2001b) and 

the Welsh Assembly Government (2002) defined PPM as a system of annual 

performance review based on shared commitment involving professional 

dialogue about aims and achievements between head teachers and their 

governing body in support of continuous improvement of the former’s 

leadership and performance, in the hope of achieving success in raising 

pupils’ standards. In the UK, school management systems are based on 

participatory (Sturman, 1990) or balanced control models (Leithwood and 

Menzies, 1998), governing bodies consisting of representatives selected or 

appointed from parents, the local education authority (LEA), school staff and 

the community, serving as principals’ employers and assuming responsibility 

for the management of their performance. In Taiwan, Bureaus of Education of 

local governments are principals’ line managers and would provide PPM 

advisers.
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2.2.4 Nature of PPM

Drawing upon the characteristics of PPM drawn from the literature above, we 

might attempt to construct a model to encompass the nature of PPM which 

had the following characteristics:

1). objectives orientation: PPM purposefully starts with setting targets to 

be striven for in ongoing processes of goal achievement, a modality derived 

from management of objectives (MOB) that combines this emphasis with 

insistence on consensus in organisations concerning their operation 

processes;

2). developmental orientation: Development is a dynamic and ongoing 

process, which implies growth and change (McMahon and Bolam, 1990:4). 

PPM seeks means of achieving better results through performance 

improvement combined with development of individuals (Armstong, 2004), 

stressing learning and development;

3). interaction orientation: PPM requires regular and frequent 

professional dialogue and communication between managers and principals 

characterised by mutual respect and sharing. It differs from mere performance 

appraisal that has operated top-down and has been inclined to focus on data 

collection and judgment by appraisers;

4). cooperation orientation: while democratic models of management 

should be based on cooperation and collegial relationships (Olssen, Codd 

and O’Neill, 2004), neither top-down monitoring of principals nor leaving them 

alone is held to effectively facilitate their performance. In contrast, PPM 

emphasises partnership based on cooperation and shared commitment 

involving mutual respect, trust, support and consensus in promoting 

principals’ performance achievement;
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5). sustained orientation: the ultimate purpose of PPM is to ensure 

sustained development and quality promotion in schools. In their pursuit, 

while principals’ achievements are important, management processes should 

not be ignored. School development is viewed as involving endless, ongoing 

processes in which principals’ capabilities are required to keep up with 

professional expectations;

6). integration orientation: PPM seeks to connect principals’ individual 

objectives with school objectives, combining individual performance and 

principal professional development, integrating HRM with PPM functions. As 

Armstrong (2004: 8) indicated ‘performance is a force for both vertical and 

horizontal integration', vertically integrating individual and whole school 

performance objectives while horizontally bundling PPM strategies with other 

HRM functions; and

7). systematisation orientation: in a cyclical process which does not 

merely stop at performance appraisal, PPM sets out to be a management 

process comprising performance planning, agreement, counselling and 

feedback, appraisal, and outcome treatment.

In addition, the scope and standards encompassed by PPM are not only 

related to management purposes but involve performance, time periods and 

circumstances inside and outside schools. Their nature of PPM may be 

regarded as multi-purpose, multi-aspect and dynamic, its objectives not single 

but multiple. Moreover, given that principal performance expectations will 

differ by culture and time, it will be diverse across regions and countries. At 

the same time principal performance, as measured by PPM, is expected to be 

unstable but alterable in the light of accompanying internal or external and 

subjective or objective factors and should be oriented and reviewed 

contingently by managers and principals. Some performances may change
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permanently, some temporarily (Sonnentag and Frese, 2002). For example, 

some incompetent principals may be worthy of encouragement, capable of 

improving their performance or adjusting their position. Some excellent 

principals may get worse, their skills decreasing, caused changes in their 

working environment.

2.3 Purpose and Function

Upon introduction PPM might be expected not only to directly impact on 

principals but indirectly on whole school performance, functioning not only so 

as to influence personnel decisions via appraisal, but also to provide continual 

support in helping principals in problem solving that sustains ongoing 

development, as well as supplying knowledge in general. The purposes of 

PPM, then, can be conceptualised as existing at two levels, individual and 

school (Darling-Hammond, Wise and Pease, 1983) and in three substantive 

approaches of development, accountability, and enlightenment (Chelimsky, 

1997), giving six basic categories of aims, as depicted in Table 2.1.

Table 2.1 Purposes of PPM
C ategories D evelopm ent Accountability E n lightenm ent

Individuals

1. Assist in solving 
problems.

2. Guidance to Improve 
deficiencies.

3. Facilitation of 
professional 
development.

4. Help in achieving 
targets.

1. Present principals’ 
performance.
2. Serve as a reference 
for principal praise, 
reappointed, rewards, 
and pay.

1. Create  
self-reflection 
consciousness.

2. Facilitate principal 
self-regulation.

3. Enhance sensibility 
toward problems.

Schools

1. Integrate individual and 
school objectives.

2. Construct a cooperative 
and shared team.

3. Shape a sustained 
improvement culture.

4. Facilitate whole school 
improvement.

1. Present school status.
2. Serve as a reference 
for selection of 
model/demonstration 
schools’ rewards and 
team performance 
rewards.

1. Enlighten school 
self-reflection 
consciousness.

2. Facilitate school 
self-management.

3. Enhance sensibility 
toward problems.
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2.3.1 Developmental/formative purposes

Developmental^, the purposes of PPM can be distinguished at individual and 

school dimensions. Individually, it sets out to assist principals to solve 

problems, impossible alone, given their typically heavy workloads and the 

uncertainty and diversity of the aspirations of relevant, different stakeholders. 

PPM practice requires principals to be provided with partners with whom they 

may discuss, clarify and share decisions, guiding them toward remedy of their 

existing deficiencies. Though they may have undergone many pre-service 

training and in-service experiences, principals will be capable of improvement. 

However, while heads or principals may exist in isolation (Hewton and West, 

1992, Mercer, 1996), they tend lack mentors and critical friends. Moreover, in 

bureaucratic systems when superiors discover deficiencies, they may tend to 

impute blame rather than experience sympathy. A PPM system would aim to 

alter such a control modality in the direction of offering useful, 

development-oriented support designed to generate more positive benefits to 

principals, facilitating their development, as appropriate. School-based 

management (SBM) has tended to alter principals’ roles from being senior 

managers obeying superiors toward becoming core leaders in schools. We 

now expect them not only to fulfil policy implementation tasks but also develop 

schools’ vision and goals, engage in strategic planning and share power with 

teachers, parents and communities. Their roles have extended from 

managerial to instructional leadership and we refer to the latter as having 

transformational, moral, participative, strategic and contingent aspects 

(Leithwood and Duke, 1999) and recognise that in encompassing such 

change they need to learn by acting out their ideas. To such ends, PPM 

systems seek to provide diagnostic functions in formulating development
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plans derived from cyclical review processes, pushing principals to achieve 

targets which are easy to set but difficult to fulfil.

At the school level, a developmental focus will be oriented toward integrating 

individual principal performance and school objectives, constructing a 

cooperative, sharing principal and manager team within a learning 

organization that highlights ongoing communication, dialogue and 

cooperation and shaping a sustained improvement culture. The core ideas of 

PPM systems are to set appropriate objectives, raise target achievement by 

ongoing professional development and counselling processes and, through 

review, appropriately resetting targets to shape a sustained, improvement 

culture in schools, facilitating whole school development.

2.3.2 Accountabllity/summative purposes

Accountability processes chiefly concern appraising principals’ performance 

and making personnel decisions concerning their selection, reward, 

punishment and promotion. It all too easily gives rise to anxiety, pressure and 

resistance. Even in current HRM systems principals cannot escape appraisal. 

In PPM systems it is planned to assuage conflict between developmental and 

accountability purposes mainly by placing relative emphasis on positive 

reward and motivation rather than negative punishment and threat. Principals, 

it is argued, can be provided with guidance and feedback necessary to review 

their deficiencies and effect year-on-year improvement. At the end of each 

year of tenure, their performance can be appraised for accountability 

purposes and lead, as appropriate, to praise, reappointment, performance 

rewards and raising movement along pay spines.
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Although the object of PPM is the principal, not the school, performance target 

setting it will seek to combine them. School status partly relies on principal 

performance. When principals perform successfully with their colleagues, 

schools may be selected as model/demonstration sites or receive team 

performance rewards.

2.3.3 Enlightenment purposes

At the individual level, PPM may have at least three enlightenment purposes. 

In the first instance, it should enhance principals’ self-awareness. No one likes 

to be appraised unless it proves beneficial. Supporting principals tends to 

make them more open to striving for target achievement. Secondly, it ought to 

facilitate knowledge and capacity to self-regulate. Management by outside 

monitoring is not a sustainable basis for facilitating subordinates’ ongoing 

performance improvement. Only arousal of self-awareness and willingness to 

self-regulate actively promises this. Understanding their performance 

problems ought to be principals’ main focus, presupposing awareness of 

those factors that may influence them. At a collective level PPM can also raise 

school self-awareness across departments and persons by analogous 

means.

2.3.4 Functions

In summary, the functions of PPM can be regarded as to:

1) systematically facilitate principal performance through a planned 

interaction and management process shared by principals and their advisers;

2) assist principals in solving problems and overcome their personal
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shortcomings, particularly given that they work in a changing era and with a 

variety of role expectations and increased duties, unavoidably facing more 

complicated problems than hitherto. Currently they receive scant support and 

feedback, leaving them short on motivation and power to improve;

3) positively enhance principal professional development in roles that 

involve high complexity and flexibility in the face of increased change in 

educational policies and circumstance. Effective professional development 

must understand their growth needs first;

4) raise teacher morale and student achievement; though teachers are 

the most crucial persons in influencing student learning, principals play key 

roles in directly affecting teacher performance and attitudes (Duck and 

Stiggins, 1985; Ginsberg and Thompson, 1992; Glasman, 1992; Hallinger and 

Murphy, 1985; Snyder and Ebmei, 1992; Stufflebeam and Nevo, 1993). Going 

through a PPM system will help principals in setting adequate performance 

objectives and displaying appropriate leadership likely to motivate teachers 

toward raising student achievement standards;

5) provide guidance for setting school improvement plans with 

appropriate reference to both principals’ and schools’ problems;

6) effectively promote school management quality, assuming that 

principals are key leaders of effective schools (Anderson, 1991; Ginsberg and 

Thompson, 1992) to be systematically managed and evaluated (Stufflebeam 

and Nevo, 1993) and weak ones improved; and

7) understand the outcomes and problems of policies, uncovering 

obstacles to policy achievement and appropriately revising implementation 

strategies.
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2.4 Integration of Different Purposes

Within constructions of PPM, different functional representations of purposes, 

particularly as represented by developmental and accountability approaches, 

may show signs of conceptual and ideological incommensurability. Even in 

contexts where there may be perfectly honest intention to lay emphasis on 

improvement or to integrate both into organisations’ processes (Middlewood, 

2002; Middlewood and Cardno, 2001,), there are implicit difficulties about 

them coexisting in one management system simultaneously. Moreover, it is 

palpable that many of the claims made about the importance and 

effectiveness of one approach or another are statements of commitment or 

belief, normative or persuasive rather than empirically attested in nature. 

While most social science literature, inevitably weakly theorised and 

‘horizontal’ in knowledge structure (Bernstein, 1999) has the tendency to ‘sell 

itself’, much of management and organisational ‘theorising’ is 

market-positioned to make findings and recommendations appear inevitable.

The local issue of coexistence between developmental and accountability 

purposes in appraisal have, indeed, been discussed by a number of scholars. 

Some of them, such as Dill (1995), Popham (1988), Prebble and Stewart 

(1983) and Woodhouse (1995), have pointed out that they cannot coexist 

while others, for example Massy (1995), Vroeijenstijn (1995) and Su (1997) 

contend that they can. The main reason that tends to be given in the literature 

as to why they cannot coexist is that accountability outcomes tend to be 

punitive, inflicting threat and anxiety upon appraisees who, thereby, 

understandably, seek to hide their deficiencies and become unwilling to be 

appraised with the degree of frankness required for improvement purposes. 

Unless quality assurance is taken to be a joint responsibility and no one feels
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threatened by ongoing efforts, conflict and avoidance will ensue. Sue (1997) 

claimed that an emphasis on mutual trust, without threat, where appraisees 

are active, autonomous, responsible and willing to sincerely address raising 

quality is prerequisite to adopting self or peer evaluation effectively. We might 

note that it is not simply contingent variations in style and emphasis that are at 

stake here. The models of people, motivation, interaction and their valuation 

that underscore the impulses to ‘control’, ‘appraise’ and ‘develop’ arise from 

different metaphors or paradigms of social behaviour and unless their 

differences are recognised and somehow reconciled their attempted 

combination remains incoherent or is merely stipulated.

In practical terms, developmental approaches tend to see performance results 

as the start of the next cycle, while accountability approaches tend to see 

them as the end of cycles and irrelevant to the next one. When PPM system 

attitudes and practices are developmental, principals, hopefully, face 

comfortable and composed managers willing to take initiatives in helping them 

to remedy weaknesses revealed by self reflective review processes. When 

principals encounter an accountability-oriented PPM system they will tend to 

become self-defensive, displaying their strong points but hiding deficiencies. 

Putting both, unrefined and unreconciled, into one PPM system will tend to 

guarantee accountability overwhelming developmental purposes; the 

wherewithal for improvement will tend not to emerge to provide objective and 

accurate practical information as reference for ‘next’ cycles. However, in 

practical terms, if we separated them, it would be confrontational and 

impracticable to establish two different systems treating the same people in 

one organisation simultaneously. What, then, might we do? Can they be 

integrated?
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2.5 Relationship and Position

2.5.1 The relationship between PPM and PPA

PPM and principal performance appraisal (PPA) have sometimes been mixed, 

despite their difference in nature. While the former emphasises shared 

commitment toward target setting, methods of their achievement, cooperation 

between principals and their partners, sustained communication and dialogue, 

both upward and downward, adoption of effective appraisal and management 

methods and enhancement objectives achievement and improvement, as well 

as professional development; in a systematic management process, PPA 

connotes 'the formal assessment and rating of individuals by their managers 

usually at an annual review meeting [...] operated as a top-down and largely 

bureaucratic system. It was often backward-looking, concentrating on what 

had gone wrong rather than looking forward to further development needs’ 

(Armstrong, 2004: 10-11). Schuler (1995: 306) indicated that performance 

appraisal is a formally structured system that measures, judges and affects 

employees’ characteristics, behaviours and results pertaining to work in order 

to find out their current and potential performance, so as both to benefit them 

and the organisation. Performance management is broader than appraisal. 

Table 2.2 attempts to set out their differences in terms of eleven elements: 

position, relationship, core purpose, objective, criteria, focus, link, concept, 

interaction, time and manager (Armstrong, 2004; Piggot-lrvine, 2003; Roe, 

2004; Schuler, 1995; Williams, 1998).
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Table 2.2 Compare the differential between PPM and PPA
Item T he P P M T h e  PPA

Position Core of school management One of processes in PPM

Relationship The guideline of PPA One of techniques in PPM

Core purpose Integrated developmental and 

accountability purpose
Accountability or developmental 
purposes

Objectives Combined performance and 
professional development; 
Development needs are identified 
at the start of the year

Focused on performance; 
Development needs are identified 
at the end of the year.

Criteria Individualised; Flexibility; 

Consensus criteria

Standardised; Fixed; 
Predetermined criteria

Focus Process and outcomes Inclined to outcomes

Link Link individual, team and school Inclined to individual
Concept Share commitment; Cooperation; 

Equal relationship; 
Forward-looking

Top-down review; Monitor; 
Unequal relationship; 
Backward-looking

Interaction Ongoing communication Limited communication

Time Whole period 

(cycles)
At the final term 

(one time)

Manager Line manager HRM department

Piggot-lrvine (2003) indicated that performance management is a 

macro-descriptor which contains all the micro-processual elements of HRM, 

embracing all functions from when individuals enter organisations to when 

they leave. For example, the New Zealand government in their policy 

guidelines of Performance Management Systems (PMS-1) prescribed that 

effective performance management systems should encompass many 

personnel management policies, including recruitment, retention, selection, 

appointment, employment contracts, registration, appraisal, career 

development, professional development, succession planning, remuneration 

management, discipline and dismissal (Minister of Education, 1997), giving it 

a crucial position in enhancing or hindering individuals’ performance in 

schools.
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2.5.2 The position of PM in school management system (SMS)

In order to more explicitly understand the function of PM, we should clarify its 

intended position in school management and HRM systems. As organisations 

are goal-orientated individual performance objectives tend be set in 

accordance with them. In facilitating schools’ performance, PM may become 

their core, used to plan and review the rationality of their structures and 

integrate HRM functions, as represented in Figure 2.1. Instrumentally, all 

organisations, as in the case of schools, can be thought of as existing to fulfil 

their objectives, in whose pursuit they set up ‘organisational structures’ 

around 'human resources’ to secure their basic operational tasks and 

programmes to ensure achievement their performance objectives. 

Performance management would seek to effectively integrate and facilitate 

their functions.

2.5.2.1 PM and organisational structure

Organisational structure refers to the operational framework organised in 

accordance with a rationale for the division of labour to plan and deploy 

personnel and tasks reasonably so as to achieve objectives. Models of 

organisational management structures start from design ideals, what are 

regarded as sound ones depending on a division of labour and job analysis 

thought to be appropriate to meeting organisational objectives. However well 

they serve in reaching objectives, it is argued that they should be reviewed by 

performance management systems. In other words, it is claimed that PM 

processes may be used to explicitly control tasks and duties for each job 

position, review effectiveness of deployment and operation and check the 

rationality of organisational design; it is in this sense that it is claimed to be the 

core of organisational structure management.
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Recruitment & 
retention

SMS
Objectives

Human resource 
management

Human resource 
planning

Management
process

Outcomes

PM Structure
management

Job analysis

Structure design
Performance

planning

Professional development, remuneration, reward, 
selection, career development etc.

Figure 2.1 Position of PM in SMS 

2.5.2.2 PM and human resource management

Human resource management (HRM) refers to organisations managing their 

manpower by planning, recruitment, selection, appointment, retention, 

appraisal, remuneration, training/development, transfer, dismissal and other 

cognate activities to achieve their goals (Castetter, 1996; Dessler, 2000; 

Schuler, 1995; Seyfarth, 2004). While achieving organisational performance 

targets is a core organisational task, performance management should play a 

vital role in HRM processes and cannot be separated from its other aspects 

(Middlewood, 2002). Figure 2.2 presents a schematic version of this 

relationship, underlining the claim that high quality manpower assures
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organisational effectiveness. Sound human resource management needs 

clear and accurate performance information to facilitate decisions, such as: 

whether organisations need to increase or decrease manpower. It validates 

decisions on recruitment, selection and appointment; revealing and informing 

the necessity of counselling and supporting employees so as to enhance 

performance. This, in turn, facilitates implementation of appraisal so as to 

provide organisations with the sort of validated judgments that lead to 

contextually rational actions. Within human resource development PM can 

assist organisations’ understanding of employees’ development needs in the 

course of formulating professional development plans. Concomitantly, with 

respect of human resource remuneration, PPM can provide requisite 

information on the appropriateness and functionality of current pay or reward 

systems, as well as providing appropriate information on employee promotion, 

transfer and dismissal.

Human resource management

Planning

~ac
SelectionTransfer

Performance
management *1  AppointmentRemuneration

RetentionDevelopmenl

Appraisal

Figure 2.2 Position of PM in HRM

41



Chapter Two Conceptual Analysis o f PPM 42

2.6 Factors Influencing Principal Performance

The factors that may affect principal performance are manifold and 

complicated but their exploration is crucial if we are to understand the 

possible, main determinants of their behaviour and to formulate a practical 

principal performance system. Overall, the chief influences upon principal 

performance can be classified according to source as individual, school 

internal and external factors. These, briefly listed in Figure 2.3, exist in 

complex interaction.

2.6.1 Individual factors

Among the many individual factors that influence principal performance, the 

most crucial factors in terms of the literature include personality, abilities, work 

values, attitudes, motivation and experience (Campbell, 1990; Kanfer and 

Kantrowitz, 2002; Sonnentag and Frese, 2002; West-Burnham, 2001). 

Personality refers to constancy of feeling, thought and behaviour (Zhang, 

1989). Everyone possesses distinctive personality characteristics which are 

different from others that may be used to account for individual behaviours 

and attitudes in organisations, as well as their professional choice, work 

satisfaction, stress, leadership and performance (George and Jones, 2004). 

Similarly, principals’ personalities may reflect work motivation, attitudes, 

behaviours, and performance.
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Principal performance 
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Principal performance 
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work ability
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4. Work motivation
5. Work experience

Individual factors

1. Educational policy 
environment
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3. Social 
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4. Community 
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5. Management 
thought

External school 
factors

1. Organisational 
structure

2. Organisational 
climate and culture

3. Job descriptions of 
principals

4. The features of 
working groups

Internal school factors

Figure 2.3 Factors influencing principal performance

Besides personality, cognitive abilities and work capabilities may differ among 

individuals. Sonnentag and Frese (2002:10) indicated that meta-analytic 

evidence has displayed a strong relationship between cognitive ability and job 

performance, individuals with high cognitive abilities performing better than 

those with low cognitive abilities. Principals are expected to possess diverse 

cognitive abilities which they will reveal as different work capabilities in 

producing different behaviour and outcomes. Cognition is usually represented 

as intelligence and, in terms of recent educational fashion, regarded as being 

definable and categorised in plural terms, such as general intelligence,
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multi-intelligence, or even emotional intelligence. While it is now widely 

agreed to be multi-aspected, intelligence still tends to be viewed as the upshot 

of congenital and acquired influences.

Work values concern what people expect to get from their work and what 

behaviours they believe should be performed (Nord, Brief, Atieh and Doherty, 

1988). Some will value what they can get from work itself; some highlight what 

desires its outcomes can satisfy. The former exemplifies intrinsic work values, 

the latter extrinsic. The literature generally pictures different work values as 

giving rise to distinct work attitudes and behaviours, the former referring to the 

feelings and opinions which people tend to hold towards their workloads. 

Work attitudes tend to be regarded as unstable, just as work values are easily 

subject to influence by exterior factors, in addition to work performance 

(Robbins, 2000). Principals holding different work values and attitudes will be 

expected to reveal diverse feelings concerning satisfaction, work involvement, 

and performance.

Work motivation tends to be conceived of as the will or intention that leads 

individuals to be devoted or not to their work or pursuit of organisational goals. 

It is seen as determining the direction, effort and persistence of individual 

working behaviour (George and Jones, 2004), affecting the extent of work 

involvement and observable performance. Although work motivation can not 

completely determine performance outcomes, highly motivated workers will 

display better performance than lower, other things being equal.

Work experience refers to the cumulative knowledge, skills, and competence 

that individuals have amassed from previous work. Because individual 

performance tends to be affected by previous knowledge and competence,
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experience gained by principals, as with others, from their jobs will tend to 

influence current performances and outcomes.

2.6.2 Internal school factors

School is the main work milieu for principals where they may be able to 

control some factors which influence their performance, others not. Some 

tend to directly affect their work, others their consciousness and, indirectly, 

their performance. Viewed as school organisational behaviours, they can be 

argued to encompass structure, climate and culture, principals’ job description, 

and their work team.

School organisation structure refers to its framework qua division of labour, 

task assignment and power deployment (Cheng, 2004b). Organisations like 

schools will be divided into a variety of departments by purposes or functions. 

Each will require clarification of its tasks and expected standards for each 

department or position, be assigned power and resources and located within 

a directive system. Diverse organisational structures frame different 

organisation styles and operational process that generate distinct forms of 

(in)effectiveness. School organisational structures and the position of 

principals within them are set up in Taiwan by law with little differentiation 

between schools at the same level but with variations between levels so that, 

for example, elementary and junior high schools are required to conform to 

different standards. The power that principals have and the degree and 

direction in which they use it will still, however, tends to differ from school to 

school even within the same level and principal performance and school 

organisational effectiveness will vary.
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Organisational culture can be conceived of as a set of values, norms, belief 

systems and practices which members will be constrained to fit in with and be 

judged in terms of. Organizational culture can affect organization performance 

(Williams, 1998). Organisational climate is a perceived characteristic within an 

organization. The work attitudes and behaviours of members will be affected 

by organisational climate (Cheng, 2004). Negative climates tend to be 

characterized as closed, apathetic, pessimistic, autocratic, deprived, 

suppressed, oppositional, and conflicted, while positive climates are regarded 

as open, passionate, optimistic, democratic, striving, developed, harmonious, 

and cooperative (Xie, 2004), positively influencing organisational 

effectiveness (Wu, 1992). Principals working in positive school climates or 

cultures might be expected to produce more effective behaviours.

Principals’ job descriptions are written so as to embody the objectives or 

contents that they are expected to achieve and implement in their schools so 

that their content is inevitably linked to performance. Job characteristics tend 

to influence individual, intrinsic motivation arising from the character or 

requirements of skill variation, task integrity, importance, autonomy, or 

feedback. Overt workload and goal achievement difficulties will lead to work 

stress and engender perfunctory work behaviours. Hackman and Oldham 

(1980) indicated that work itself involving high skill variation, task integrity and 

importance tended to lead to meaningfulness for employees, increasing 

likelihood that they will feel their jobs to be very important, valuable, and 

meaningful, possessing autonomy that led to responsibility for work outcomes. 

Providing feedback on work processes tended to lead to beneficial knowledge 

of results for employees and their part in them. Moreover, jobs entailing 

moderate workloads and specific and challenging objectives accepted by 

employees tended to enhance work motivation (Locke and Latham, 1990;
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Tubbs, 1986).

Work teams refer to the groups that principals set up in order to pursue 

agreed goals, whether formally or informally appointed or naturally arising. 

Cohesiveness which is a sense of togetherness within a group regarded as 

influencing its quality (Cunningham and Gresso, 1993). Different work teams 

in schools may have diverse cohesiveness and goals, performing with 

different effectiveness. Work teams of schools can fall into one of four types 

along the two axes of group cohesion and goal consistency (see Figure 2.4). 

High coherence and high consistency groups will tend to have highest 

effectiveness, high cohesion but low consistency ones leading to high 

destruction, low cohesion but high consistency ones tending to be selfish and 

competitive, while low cohesion and consistency groups will tend to be like 

loose sand, emerging with the lowest effectiveness. The characteristic of such 

work teams can certainly affect principals’ leadership and performance.

high

group
cohesion

low

Figure 2.4 A typology of work teams

High cohesion 
Low consistency 
(destruction type)

High cohesion 
High consistency 

(effectiveness type)

Low cohesion 
Low consistency 

(Loose sand type)

Low cohesion 
High consistency 

(selfish type)

low goal consistency high
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2.6.3 External school factors

External factors that tend to influence principal performance stem mainly from 

changes in their outside environments and may include policy, economic, 

social, and community conditions and changes in management thought that 

they may engender. Educational policy refers to the requirements and 

guidelines set forth by governments seeking to ‘solve’ education problems or 

promote educational quality by setting out the norms or standards to be 

achieved putatively by educational institutions. Educational policies, such as 

those for principal selection potentially influence all educational stakeholders 

upon whom they impinge. The economic environment directly relevant to 

public schooling is conditioned by economic development and fiscal 

conditions of any system, in turn constraining public finance and annual 

budgets, and the likelihood of their sufficiency in meeting policy objectives. A 

Chinese proverb claimed that ‘money can not do everything, but where there 

is shortage of money everything can not be done.’ For principals, schools are 

dependent upon annual government subventions. Poor economic 

environments affect the content and viability of school development plans and 

their implementation in resource terms, including principal practical 

performance. Social environments are conditioned by varied life styles, norms 

and values that yield distinct role expectations and behaviour models in terms 

of what is regarded as appropriate policy and practice. For instance, when 

social expectations are focused on raising educational quality or marked by 

dissatisfaction with the performance of educators, governments will tend, or 

even be expected, to intervene more intensively in schools, having formulated 

appropriate policies toward improvement. Such activity and their relation to 

popular educational values and expectations of schools will certainly affect 

the work, motivation and attitudes of principals, conditioning their responses
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as well as performances. The majority of school students come from local 

communities where their schools are located. Community culture and 

educational values will tend to be directly reflected in their expectations of 

education quality and educators’ performance. Moreover, local economic, 

cultural resource and educational participative conditions will also tend to 

influence the extent to which community involvement in school and principal 

performance is requested.

Management thought refers to those ideas, conceptions and philosophical 

perspectives that impinge upon management in organisations. Management 

theories tend to be developed, as with PPM systems, in relation to different 

eras or environments. Different social backgrounds provide the seed beds 

within which influential or dominant management theories grow, some 

becoming major ‘management paradigms’. For instance, in recent decades 

the UK, America, New Zealand and Australia governments under pressure of 

matching high and rising expectations in the provision of public services with 

recurrent crisis in public finance and it imputed electoral consequences, have 

been much influenced by New Public Management thought and market 

metaphors which have given impetus to ensembles of policy change (Olssen, 

Codd and O’Neill, 2004), among which accountability policies for public 

services, including schools, have figured prominently. The government in 

Taiwan has also been affected by such influences with clear reverberations 

upon leadership, management style and performance required of its school 

principals. Principal performance, then, is affected by many complicated and 

interacting factors. If we want them to perform well, we have to ensure they 

are involved in an appropriately supportive system that does more than 

merely hold them accountable for their actions.

49



Chapter Two Conceptual Analysis o f PPM 50

2.7 Summary

In this chapter we have tried to clarify some basic concepts pertaining to PPM 

in the hope of revealing the core perspectives that have informed systems 

dedicated to its pursuit. They bring concepts of performance and 

management into rather uneasy, somewhat incommensurate relationship in 

pursuit of rather different purposes. In examining the relationships alluded to 

in the literature between PPM and PPA in school HRM systems we find 

primacy accorded to core management role of PPM. A broad view of factors 

influential on principal performance locates myriad relevant circumstances 

that operate directly or indirectly at individual, internal and external school 

levels. We now turn to more detailed scrutiny of theoretical perspectives in 

Chapter Three and practical experience in different countries, selectively 

reported in Chapter Four.
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Chapter Three 

Theoretical Analysis of PPM

3.1 Introduction

A theory is generally understood to be a set of interrelated propositions that 

enable people to explain, predict or control events. Hoy and Miskel (2001) 

indicated that theory can be described as a set of interrelated concepts, 

assumptions, and generalisations by which the regularities in behaviours in 

organisations can be systematically described and explained. Theory 

implicitly involves a functional or practical purpose that can assist people to 

understand, think about and make decisions, as well as stimulating and 

guiding further development of knowledge. If we examined relationships 

between theory and practice, theory, broadly defined, would reveal at least 

three functions, forming a frame of reference for practitioners, providing a 

general mode of analysis of practical events and guiding practitioners in 

making decisions (Hoy and Miskel, 2001). Easy and direct application of 

theory in solving practical problems is chimerical especially when candidates 

are scanty. Principal performance management is such a case, short on 

theories that might guide practitioners toward sound practice. In an attempt to 

understand why this is the case it is proposed to analyse possible 

philosophical, psychological and management theoretical contenders in the 

hope of eliciting their implications with respect to formulating the PPM practice. 

While theory may not be directly utilised in solving practical problems, Hoy 

and Miskel (2001) exhorted the usefulness of ‘intermediary inventive mind’ in 

the process of transforming it into practice, that is to say, catching theoretical 

core ideas and using their originality and creativity to make relevant
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applications in designing a PPM system.

The development of social science theories has been influenced by different 

philosophical paradigms, so that we may assume that grasping their diversity 

may assist in clarifying appropriate conceptions and presuppositions 

concerning PPM system that embraces the individual, internal and external 

environments of schools. At the very least these involve psychology and 

administrative science, the latter, in turn, drawing on sociology and economics. 

No matter how we approach them, we will inevitably encounter conflicts of 

concepts or perspectives between different theories or paradigms, though we 

may plausibly assume that every social science theory or paradigm may 

provide useful insights upon different aspects of social phenomenon. In this 

chapter we do not want to become involved in the competition or battle 

between theories or paradigms but, rather, to try to grasp their core concepts 

or perspectives and draw out some useful implications for constructing viable 

PPM systems.

3.2 Philosophical Analysis

Philosophy deals with questions of ultimate reality and the fundamental 

principles of the universe and life, as well as of human values and regulation 

of behaviour. Different philosophical schools have different perspectives on 

ontology, epistemology, methodology and axiology and offer different 

philosophical hypotheses and explanations on reality. Worthen, Sanders and 

Fitzpatrick (1997) indicated that individuals’ inclination toward and 

preferences for philosophical views directly influence their judgments. PPM 

involves judgements in carrying out performance appraisal and will be, either 

tacitly or explicitly, influenced by philosophical preferences at the level of
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basic concepts concerning, for example, setting objectives, and choice of 

contents, standards and so forth.

Paradigms are sets of interrelated hypotheses which provide philosophical 

and conceptual frameworks for discussing society and the world (Kuhn, 1970). 

They entail thought patterns, world views, basic concepts, methodologies and 

beliefs commonly held by groups of scientists and which constitute the 

theoretical fabric observed by a scientific community in solving problems. In 

Guba and Lincoln’s (1994) definitional shorthand they constitute worldviews 

or belief systems that guide researchers. The picture of the social science 

paradigmatic universe conventionally presented to newcomers tends to be 

fourfold; there is positivism, naturalism or interpretivism, critical theory and 

post-structuralism or post-modernism. While their concerns are ontological, 

epistemological, methodological and axiological, as well as aesthetic (X. Z. Ye, 

1985), we will mainly focuses our discussion on the first three in relation to 

different philosophical paradigms, defined thus conventionally and their 

possible implications for constructing PPM systems.

Ontology refers to questions of existence or being, typically posing questions, 

such as ‘(W)hat is the form and nature of reality and, therefore, what is there 

that can be known about it?’ (Guba and Lincoln, 1994: 108) Traditionally, 

answers have been divided into two schools of thought, realism and relativism 

or idealism. Realists posit that there is an objective reality independent of 

sense and experience. Human beings can rely on objective methods to grasp 

the reality in the outside world; relativists claims that, although there is an 

objective world, reality is not independent of human thought; only through it 

and ‘the will’ can an objective world be endowed with a real existence. Human 

mind is the authentic reality and can be regarded as self-evident.
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Epistemology mainly concerns questions of the nature, source and limitations 

of knowledge, typically asking ‘(W)hat is the nature of the relationship 

between the knower and what can be known?’ (Guba and Lincoln, ibid.). Like 

ontology, epistemology can be divided into objectivist, subjectivist or as 

combination of both. Objectivists, basing belief on the supposition of realism, 

think that the subject of knowing inheres in the object of be known in the 

outside world, truth is deemed the actual existence of objects, whose grasp 

necessitates adoption of value-free, objective methods. On the other hand, 

subjectivists, being idealists, combine the subject of knowing with the object to 

be known in the reality of mind; truth exists in the rational consciousness of 

the subject, knowledge is interpreted subjectively and value-free methods of 

understanding are neither desirable, nor necessary nor possible.

Methodology focuses its questions of how human beings find out about and 

understand their outside world, typically asking ‘(H)ow can the inquirer go 

about finding out whatever he or she believes can be known?’ (Guba and 

Lincoln, ibid.) and subtending to either quantitative, qualitative or combined 

modalities (G. G. Huang, 2001; Guba and Lincoln, 1989). Each of these 

aspects of what are represented here as the four paradigms has been 

explicated in the social science literature at great length (Burrell and Morgan, 

1979; Guba and Lincoln, 1989; R. Q. Huang, 1986; G. G. Huang, 2001; Z. X. 

Huang, 2002; M. Q. Qin, 1998; Qin and Huang, 2002; F. F. Zhang, 2002).

3.2.1 Positivist paradigms

Until the last half century positivists dominated research directions in the 

social sciences. Truth could be regarded as inhering in a group of statements
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isomorphic to entities which could be predicted and controlled through 

empirical research, entailing a dualist, objectivist epistemology (Guba and 

Lincoln, 1989). In such a view, researchers are pictured as standing outside 

phenomena, keeping their objective distance, avoiding value intervention and 

vested interests, producing results both objective and value-free. In Guba and 

Lincoln’s (1989) terms, the methodology of positivism is interventionist and 

subjectivity avoiding. As with natural sciences, hypothetic-deductive principles, 

the search for general rules to describe, explain, predict and control truth, are 

to be preferred in such a model of the social sciences.

Social science research pursued within a positivistic paradigm claims to work 

within an objective epistemology and tends to rely upon quantitative 

methodology, seeing itself as the inheritor of experimental modes and 

quantitative statistical analyses of the natural sciences. Standardisation, 

accuracy, reliability and the objectivity of scientific measurement are stressed 

and emphasis laid on the replicability, verifiability and generalizability of 

measures and findings (Qin and Huang, 2002; F. F. Zhang, 2002). Data 

collection and analysis techniques are adopted such that others, using the 

same methods, can repeat experiments and test generalisations. When 

undertaking research processes positivists stress operational definition of 

variables, representative sampling and reliability and accuracy of research 

tools, striving to keep subject and object separated during research processes 

in the interests of value-freedom. The quality of inference and explanation 

rests upon the evidential basis of data.

3.2.2 Naturalistic paradigms

Particularly from the 1960s a number of scholars in the social sciences
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expressed increasingly well-articulated doubts as to the virtues or even the 

appropriateness or possibility of positivism. Some criticised it for neglect of 

the position and value of the subject and context, wishing to attach greater 

importance to both. Such a philosophical position has, inter alia been 

variously referred to as naturalistic (Lincoln and Guba, 1985), constructivist 

(Guba and Lincoln, 1989), interpretive (Burrell and Morgan, 1979) and 

subjectivist (Greenfield and Robbins, 1993). All privilege the subjective in 

social life, interaction and understanding and may be referred to collectively 

as naturalistic or constructivist paradigms. Ontologically they are idealist or 

relativist, regarding reality not as independent and objective but subjectively 

constructed by human beings, not fixed but dynamic, truth being relative. 

Social reality is also constructed through bestowal of meaning in the course of 

human interaction. Different views are held by diverse groups, at different 

times and in differing contexts; the social realities which we construct are 

plural, not restricted by natural principles and cause-and-effect relations. 

Neither they nor knowledge are constructed other than by individuals in 

process of social interaction. Relations of cause-and-effect and truth are also 

socially constructed by human beings, even the most intractable and most 

delicate of them relying on capable people (not necessarily those with the 

greatest power) reaching consensus. Epistemologically, naturalistic 

approaches are monistic and subjectivist (Guba and Lincoln, 1989), 

investigators and investigated linked in interactive processes of establishing 

truth. Researchers cannot either be detached from the objects being 

investigated or their own values though they must remain aware of them. 

Naturalistic methodology is hermeneutic and researchers are inclined to give 

stakeholders opportunities to evaluate their ideas or construct new ones. 

‘Truth’ requires processes of constant repetition, re-analysis, and 

re-evaluation of cases and problems using essentially qualitative means;
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knowledge is endogenetic rather than extrinsic, knowledge formation relying 

on experience rather than scientific method. The accuracy of research relies 

on the abilities, qualities, backgrounds and acuity of researchers. Its 

processes, existing essentially within them, can hardly be replicated by others 

while truth is theory-laden but not value-free. Social science knowledge is 

derived from uncontrollably changing contexts constructed by social 

interaction and the focus of its research will be on understanding of social 

processes rather than ‘results’. Researchers are the main sources of data 

collection and analysis, emphasis laid on description which is rich, deep of 

‘thick’. Multiple data collection methods are best adopted, particularly 

observation and interview, inductively extracting details from information 

collected.

3.2.3 Critical paradigms

Critical approaches within social theory began to draw general attention from 

the 1970s, like naturalistic approaches, attacking positivism’s overemphasis 

on scientism and objectivism. Their emphasis lies in seeking to deconstruct 

social reality by demonstrating how modern organisations serve dominant 

economic and political interests and legitimatise their power through the 

creation of belief systems that stress the need for order, authority, and 

discipline (Burrell and Morgan, 1979). Such critiques tend to highlight the 

importance of subjects constructing their own lives. Critical theorists pay more 

attention to examining power and ideological control hidden in human society 

which, it might be claimed, have been neglected, anatomising structures 

which intentionally or unintentionally distort or control, arguing for restoration 

of individuals’ subjectivity and responsibility through enlightenment, 

emancipation and practice. Their representative twentieth century
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philosophers have included Horkheimer, Adorno, Marcuse, and Habermas 

(Anderson, 1990; Foster, 1986).

Critical theory can be dated back to dialectics of Hegel, ontologically 

belonging to historical realism and seeing the reality of the long history of 

human societies as having been moulded by societal, political, cultural, and 

economic values that have created and fed upon the crucial, invidious 

categories of class, race and gender (G. G. Huang, 2001). Adopting negative 

dialectics to grasp objective reality, it simultaneously indicates that it exists in 

the world and confirms that it is constructed by human beings. The essence of 

things or reality does not exist in the real world but exists in the constant 

denial and dialectics of the real world. Hegel described reality as the process 

of realisation rather than the actual state of things so we can only grasp the 

essence of things or reality through constantly negating it, revealing its 

potential possibility and realisation (R. Q. Huang, 1986).

As to the epistemology of critical theory, Habermas (1971) argued that 

cognitive interests lead us to do research, deciding our orientation to others in 

the world and to scholastic research, constituting the preconditions of 

knowledge. Habermas indicated that three basic elements exist in human life, 

including work, interaction and power. In the field of work, controlling our 

environment arouses technical interests so as to produce instrumental 

knowledge whose laws of cause and effect have to be acquired through 

empirical-analytical science. In the social interaction field, practical interests 

are aroused to produce communicative knowledge in order to promote mutual 

understanding, coordinate social activities and meet the requirements of 

human beings. Communicative knowledge relies on historical-hermeneutical 

science and inter-subjective understanding. In the field of power, in order to
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secure free and independent development from inexorable social regulation, 

beliefs and values, emancipatory interests are aroused to produce 

emancipatory knowledge, which relies on critically oriented science. Critical 

analysis of power and ideology that influence the communication structure of 

human society would claim to have unmasked a kind of systematically 

distorted communication, requiring enlightenment (the disclosure of real 

interests) and emancipation (striving for the power of self-domination and 

acquiring freedom) to enable us to cope with unequal, dominant power 

relations and ideology. Through constant self-reflection and criticism, human 

beings can acquire freedom and self-determination in changing the social 

status quo. The methodology of critical theory approaches are self-reflective, 

seeking to disclose unreasonable cognitive structures and beliefs through 

constant self-reflection and criticism, repeated argument and sharing of truth, 

in search of liberation from the many unreasonable powers or ideologies in 

society through acquisition of enlightening, practical knowledge.

3.2.4 Post-structuralism/post-modernism

Post-structuralism has flourished at least since the 1980s, consisting mainly 

of philosophical reflection upon and response to structuralism in linguistics, 

psychology and social sciences (Gutting, 1998: 597), while post-modernism is 

the successor of modernism, rather than anti-modernism (Turner, 1990), 

seeking to surpass and reflect upon modernist thoughts. There is no clear 

distinction between post-structuralism and post-modernism, both often being 

used interchangeably (Cuff, Sharrock and Francis, 1998). Judged by their 

main fields of investigation or research, post-structuralists tend to attend to 

theoretical analyses of philosophy, language, power and knowledge, while 

post-modernists pay close attention to theoretical analyses of society, culture
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and history.

Best and Kellner (1991) have contended that post-structuralism is the source 

of post-modernism, the latter using many of its ideas in developing theoretical, 

cultural and social positions. But post-modernism, might also be argued to 

have wider connotation than post-structuralism which might be regarded as 

included within it. Given such varied views it is not easy to clearly distinguish 

post-structuralism and post-modernism, indeed, such effort is doomed to end 

in failure (Biesta, 1995). Cuff, Sharrock and Francis (1998) also noted that 

problems might emerge if any general principles are regarded as definitively 

post-structuralist, given the diversity and inconsistency of such thought. Its 

core concepts have to be ‘caught’ in an attitude of deliberation (Sackney and 

Mitchell, 2002).

Among the main twentieth century post-structuralist thinkers were Foucault, 

Derrida and Deleuze. In Foucault’s works, focus was laid on historical 

research in areas seldom dealt with in Western culture, such as madness, 

medicine, prison, and sexuality. He discussed how the subject is constructed 

by a variety of discourses or norms in the fields of power, knowledge and truth 

(Best and Kellner, 1991). Gutting (1998) indicated that the notion of power is 

the motif in Foucault’s post-structuralism, having three key features: first, 

power is productive, creating new domains of knowledge and practice; 

second, power is everywhere, not limited by a single control centre but 

dispersed throughout the social system; third, power co-exists with knowledge 

in inextricable interrelation. Power is productive because it can create new 

domains of knowledge and practice that dominate people's behaviour as they 

rely on its discourse or norms as truths. According to Foucault, power 

produces certain kinds of people, including their characteristics and
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behaviours; it also controls and produces the physical body programmed and 

exercised for efficiency and productivity (Capper, 1998). Power is everywhere 

and its exercise is hidden, operating when people seek to identify what is truth. 

In human society knowledge is closely related to power and can not be 

independent from it; power creates knowledge, internalised (made disciplinary) 

so as to dominate individuals; the more one knows; the more one is 

dominated by it. Power is not constant but can be redistributed or changed 

among groups or individuals. In interaction, people with power are more able 

to establish truth than people without power. Therefore, it is necessary to 

reflect upon, understand, expose and deconstruct what is truth.

Ontologically post-structuralism tends to historical or social relativism 

(Scheurich, 1994), deeming there is no reality in the world, social reality being 

formed in different historical times and under different conditions so that it is 

socially restrictive and historically relative. There is no constant or eternal 

reality in the world, even the human subject being constructed by society, 

history and language in changing time and space. Truth is relative, 

constructed by power, competition and normalisation in special historical time 

and space. Cuff, Sharrock and Francis (1998) contended that there are 

common structures models of thinking confining the mind of individual 

thinkers and schools in particular socio-historical conditions which Foucault 

called ‘episteme’. In a certain era, only some thoughts are constructed in this 

episteme and although new ones develop from other models, they will not be 

successive but separated.

As to its epistemology and methodology, post-structuralism tends to adopt 

deconstruction-oriented views intended not to destroy but question text (any 

artifact of human activity that may be subject to interpretation). Deconstruction
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is intended to open the structure of text for others, allowing them to grasp its 

overall composition and escape the constriction of their thoughts (Cuff, 

Sharrock and Francis, 1998). Post-structuralism opposes objective, basic and 

transcendent truth and knowledge, while its method of knowing is basically 

culture-bound (Lather, 1988); the value of truth and subjectivity can only be 

found through deconstruction. For Foucault interrelated and penetrating 

power and knowledge are the products of special history and are not constant, 

exercised in all social situations regardless of the forms they take (Anderson 

and Grinberg, 1998). Knowledge may be operated by technical and executive 

bureaucrats, unconsciously becoming the tool that serves power. Individuals, 

living within knowledge, cannot be aware that they become its prisoners (Cuff, 

Sharrock and Francis, 1998). The so-called operation of rationality is actually 

a power game. Unconscious domination is hidden behind rational, common 

consensus, such that we must rely on deconstruction to dissolve the crisis of 

being dominated. The features of deconstruction are displayed in objecting to 

cognitive conventions and subject decentring (Z. X. Huang, 2002). The 

concepts of difference and floating meaning are important in checking 

whether knowledge and language are restricted by language centralism; 

methods of reversal, intermittence, specialty and exteriority are advocated for: 

checking the dominant characteristics of knowledge logics; examining the 

nature of knowledge hegemony by avoiding mutual penetration of knowledge 

and power; getting rid of essentialism and accepting diversified voices (Z. X. 

Huang, 2002). Best and Kellner (1991: 60-61) indicated that in Foucault’s 

later works focus shifts from technologies of domination, where subjects are 

dominated and objectified by others through discourses and practice, to 

technologies of the self, where individuals create their own identities through 

ethical practices of the self and form of self-constitution. He defines 

technologies of the self as practices which permit individuals to effect by their
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own means or with the help of others, transformation in order to attain a 

certain state of happiness, purity, wisdom, perfection, or immortality. That is to 

say, through techniques of the self, the subjectivities of individuals can avoid 

merely being constructed by power. Ethically individuals posses desires for 

freedom, autonomy, and self-government to oppose the dominance and 

suppression of power, while freedom is defined as mastery of and power over 

oneself (Best and Kellner, 1991: 65-66).

Cuff, Sharrock and Francis (1998: 291) indicated that post-structuralism 

would move beyond modernity and become post-modernity when it discarded 

the idea that there is an overall, rationalised order to social thought and 

progress in social development. Lyotard, one of the representatives of 

post-modernism, has argued that change of economic and productive 

structures results in change of the position of knowledge and that, particularly 

in this information age, knowledge itself becomes a productive force with 

dominant power and increasingly become a commodity. With economic 

globalisation activities cannot be controlled by any individual country so that 

production and control of knowledge becomes not only an economic 

phenomena but a political issue. Can governments reasonably control 

economic development? Lyotard indicated that postmodern society is 

obsessed with efficiency and effectiveness that has led to all kinds of 

businesses being judged in term of outcome and performance, their so-called 

performativity being linked with increasing accountability and surveillance 

(Perryman, 2006). Ball (2004: 143) indicated that ‘performativity is a 

technology, a culture and a mode of regulation, or even a system of “terror” in 

Lyotard’s word, that employs judgements, comparisons and displays as mean 

of control, attribution and change.’ If it can be argued that control exists 

merely for the sake of economic development, should what Lyotard termed
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performativity or Weber called means-end rationality, which focus only on 

efficiency and effectiveness, be questioned? Moreover, Baudrilland has 

depicted a view of modern, consumer society as reduced to symbolisation 

where people are dominated by signs. It is full of objects whose production is 

determined by exchange rather than use value engendered by capitalism that 

generates meaninglessness of life (Cuff, Sharrock and Francis, 1998). It is for 

such reasons that post-modernism casts doubts over scientific logic, 

generalisation, simplicity and dominance, viewing all systems, rules and even 

the subjects established by modern logic as intrinsically the outcomes or 

constructions of social dominance. The means of advancement and 

development stressed in modern society are actually tools of power and 

dominance, violating what ought to be regarded as the precondition of 

respecting human nature and diversity. On such grounds, post-modernists are 

against the unification, simplicity, obedience and evenness stressed by 

modernism and opposed to neglect and oppression of diversity and difference, 

claiming that the value of subjects should be respected and diversity of 

narratives, control without the symbols of capital and social difference and 

fragmentation affirmed; oppressive modernity and its formalistic logic should 

be reflected upon and improved.

3.2.5 Possible implications of different philosophical paradigms

Different paradigms problematise ontological, epistemological and 

methodological questions differently. For example, while positivism stresses 

that objective and orderly reality is possible in the world through objective, 

standardised and value-free scientific research, indicating approaches and 

principles to social science to describe, explain, predict and control human 

behaviour, naturalism attaches importance to the value of individual subjects
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and their inseparability from context and inter-subjectivity. Yet both are 

oriented toward understanding the regulation and maintenance of social 

reality where behaviours are framed within a determinate social order and 

structure. Though positivist research means have been used historically to 

uncover conditions whose understanding is prerequisite to ameliorating 

'social problems’ and anthropological and Chicagoan interpretivists have long 

raised issues of the irreducibility of cultural formations (Jarvie, 1972) and 

procedural research questions, such as ‘whose side are we on?’ (Becker, 

1963, 1970), critical theorists put the issues of whose voices have been 

silenced, and why, at the centre of their concerns. They ask whose interests 

are served by current structures of authority, believe that individuals should 

criticise those values, regulations and other belief systems taken for granted 

under given dispositions of power and ideology in human societies and should 

be liberated from material conditions through enlightenment and 

emancipation (S. K. Yang, 2002), heightened self-awareness and 

self-development. Post-structuralism thinks of the subject as constructed by 

various kinds of narratives and normalisations in the fields of power, 

knowledge and truth, deconstruction of which is prerequisite to understanding 

and loosening existing forms of legitimacy; self-monitoring must be relied 

upon to fight against unreasonable dominance and re-create subjects’ 

meanings and values. Post-modernists, like post-structuralists, highlight 

decentralisation, pluralism and difference (W. Q. Xie, 2004). By offering 

critiques of disciplinary practices and their normalising effects, Foucault 

hoped to reveal and reactivate various forms of subjugated knowledge as 

autonomous, non-centralised forms (Anderson and Grinberg, 1998: 344). 

Moreover, Lyotard’s doubts about performativity, and Baudrilland’s opposition 

to capitalism that overstresses exchange value are further instances of 

post-structuralism and post-modernism highlighting self-reflection upon and
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self-awareness of restriction of rationality and the unconscious effectivity of 

power control.

What are the possible bearings of the core concepts and stances of such 

different approaches to knowledge and understanding of the social? Do they 

have implications for our understanding of systems, such as PPM and do they 

afford help with clarifying our possible purpose in constructing or modifying 

such a system? Table 3.1 attempts to lay out what each of the paradigms that 

we have considered above might alert us to be aware of in PPM systems with 

respect of their attributes outlined in Chapter Two; attitude or orientation, 

models, personnel, management methods and techniques; performance 

criteria and standards, operational procedures and attitudes, cognitive 

interests and the characteristic, key point of critique that each would afford.

3.2.5.1 Attitudes or orientations

Those working in a positivist paradigm might regard PPM systems as having 

the character of objective and independent reality, containing a set of effective 

management principles for system operation. Those responsible for schools 

would tend to see themselves as using objective, scientific methods to 

construct a generalisable PPM system capable of improving or accounting for 

principals’ performance, allowing a single, best model for all schools and 

principals. In contrast, from a naturalistic perspective, a PPM system would be 

regarded as a social reality constructed by relevant people with different 

backgrounds, characteristics and concerns. Planning PPM should seek to 

meet to the requirements of specific situations and highlight system 

adaptability to individuals and situations.
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Table 3.1 How the four paradlgms would lead us to conceive of PPM system
'"NS^radigms Positivism Naturalism Critical theory Post-structuralism/

post-modernism

Attitudes 
towards PPM  
system

1. PPM system is an 
independent entity
2. Stress integration 
and consistency

1. PPM system is 
constructed by 
people in 
organisations
2. Stress 
individuality and 
situation 
contingency

1. PPM system is 
formed in negative 
dialectics
2. Stress reflection 
upon irrational 
dominance
3. Highlight equal 
communications, 
consensus and 
participation

1. PPM system as 
regulation and 
supervision
2. Stress on 
undesirable 
dominance and 
authoritative control
3. Stresses 
diversification and 
self-regulation

Models of PPM  
system

Accountability and 
development model

1. Development and 
accountability model
2. Contingency 
model

1. Self-directed 
model
2. Development 
model

Self-directed model

Source of 
advisers and 
appraisers

1. Supervisor
2. External experts

1. Internal staff
2. Peers
2. External experts

1. Self
2. Internal staff
3. Peers

1. Self
2. Others' help

Management 
methods and 
techniques

1. Objectivity and 
accuracy

2. Standardised 
measurement tools
3. Quantified 
measurement 
techniques

1. Understanding of 
inter-subjectivity
2. Interpretation of 

meaning
3. Observation and 

interview 
techniques

1. Equal dialogue
2. Self-reflection and 
criticism
3. 360 degree 
feedback technique

1. Self-techniques
2. Ethical practice
3. Self generative

Performance 
criteria and 
standards

1. Organisation 
objectives and job 
description
2. Common criteria 
and standards

1. Consensual 
objectives

2. Individualised 
criteria and 
standards

1. Consensual 
criteria and 
standards of truth
2. Stress reflective 
and critical criteria 
and standards

1. Oppose 
normalised and 
consistent criteria 
and standards.
2. highlight criteria 
and standards for 
self-monitoring

Operation 
procedures and 
attitudes

1. Prearranged 
programme

2. Objectivity and 
value-freedom

1. Consensual 
procedures and 
attitude
2. Constant 
communication and 
✓alue clarification

1. Self reflective 
procedures set by 
oneself or collectively.
2. Equal and open 
communication and 
action

1. Self reflective 
procedure set by 
oneself

2. Stress on 
constant ethic 
practice

Cognitive
interests

Control by general 
aws which 
nfluence 
performance

Understand 
ndividual 
meanings and 
situational factors 
n performance.

Critique of irrational 
phenomena in PPM  
system

Check the 
normalisations of 
PPM system and the 
connotative 
relationship between 
knowledge and 
power that penetrate 
each other.

Key points Helpful to planning a 
complete PPM  
system for 
mproving principals' 
performance

Helpful in
constructing a more 
humanly oriented 
PPM system for 
mproving principals’ 
performance and 
development

Helpful in 
discovering the 
shortcomings of 
PPM system and 
peflecting upon 
axisting problems in 
cractice.

Helpful to 
strengthening 
self-monitoring and 
ndividual ethical 
practice.
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In turn, critical theorists might well argue that any reasonable PPM system 

should be constructed by means of continuous and equal dialogue and 

consensus. Critical and reflective attitudes should be taken to examining 

whether it embodied unreasonable authority or ideological dominance. Its 

operation should enshrine equal rights of communication and dialogue for 

stakeholders and participation in decision-making, highlighting the importance 

of strengthened professional autonomy, responsibility and reflection. Even 

more definitively, post-structuralists would regard PPM as nothing other than a 

panoptic monitoring system whose disciplinary mechanisms are used to 

control performance. Once established, it will become a normalisation 

mechanism in which power begins to generate productive influence over 

principals who will become objects of surveillance to be regulated and 

dominated. Indeed, it has been argued that performance management in 

education has originated from State imputation to schools of a role in improving 

productivity deemed to be essential in coping with international economic 

competition and opposed by post-modernists (Ball, 1990; 1998; Boxley, 2003). 

Imbued with respect for subjects and ethical practice, post-structuralists and 

-modernists would be led to oppose establishment of PPM whose logic was 

dominance and authoritative control, wishing to countervail the commonplace 

view that while ‘where there is organisation, there is management’, constituted 

by a discourse of efficiency, effectiveness, and productivity and disciplinary in 

essence. While recognising that performativity is the product of postmodern 

society they hold that it must seek a less prescriptive system, respecting 

subjects and valuing pluralism. Post-structuralists and -modernists negativity 

toward PPM systems, especially when performance is used as the instrument 

of value exchange, recognised by awards or linked to pay, serves to remind 

educators that such systems can become panoptic if they lack critical reflection 

and problematisation of the taken-for-granted nature of dominant discourses.
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The interesting question might be whether it is possible, through encouraging 

principals or other stakeholders to deconstruct or question regimes of truth, 

including those familiar and accepted, for PPM to avoid becoming disciplinary 

or normalising technique; is there escape from being dominated while, at the 

same time, being performance measured?.

3.2.5.2 Models of PPM systems

Positivists tend to view organisations as social realities characterised by target 

setting, order and regulation and to assume that planning a PPM system, 

should start from these and includes accountability and development. The 

naturalistically inclined tend to privilege their interactive construction, trust and 

unthreatening practice over putative needs of accountability. Those works 

within critical and post-structuralist approaches, stressing equal 

communication and dialogue without dominance in management processes, 

while critiquing the ideology of control lying behind conventional structures and 

mechanisms, would tend to privilege self-management or developmental 

approaches.

3.2.5.3 Source of advisers or appraisers

For positivists, appropriate PPM advisers or appraisers might well be external 

experts deemed to possess high professional capabilities and objectivity, 

capable of collecting data and making judgments accurately, objectively and 

fairly, so as to ensure the effectiveness of management processes. While not 

rejecting performance appraisal, naturalists lay emphasis on professional 

capabilities, familiarity with principal tasks and communicative abilities in 

advisers and appraisers. These may be found in both internal and external
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experts. Those of critical and post modern persuasions, privileging 

self-reflection, critique of individual performance and pursuit of truth under, so 

far as possible, ideal speech conditions, in contexts of equal communication 

situations, tend to see the best advisers and appraisers as those enable to 

respect and communicate with principals, possibly drawn from principals 

themselves or other peers or colleagues capable of providing unthreatened 

feedback and enlightenment by means of rational, relatively equal 

communication. Rational working situations free of oppression and disciplinary 

elements should be sought, capable of maximizing the likelihood of ethical 

practice, critical reflection and the ability to problematise the take-for-granted 

nature of dominant discourse among practitioners.

3.2.5.4 Management methods and techniques

Positivists incline to PPM methods and techniques resting upon 

standardisation, objectivity and measurability while naturalists are more likely 

to see observation and talk, giving access deep, appropriately contexted 

understanding, as key management appraisal tools and techniques. Critical 

theorists would be expected to want to go even further in seeking continuous 

communication between advisers and principals in search of consensus, 

understanding and useful feedback on principal performance. The technique of 

‘360 degree’ or multiple-source feedback may be adopted as a reflection tool. 

Post-structuralists, opposing dominant, panoptic techniques, would seek 

progress through problem posing as an escape from enmeshment in the 

dynamics of power (Anderson and Grinberg, 1998). Self-reflection should 

establish principals’ identification with their work.
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3.2.5.5 Performance criteria and standards

For positivists, criteria and standards for measuring ‘real’ principal performance 

must be observable and objective, planned correspondingly to reflect school 

objectives and job descriptions. Criteria should not only be complete and 

reasonable but standards of performance set clearly and objectively in 

advance. For interpretvists, performance criteria and standards constructed 

consensually by stakeholders through consultation processes should not only 

correspond to school objectives but also highlight common performance areas, 

indicators and standards, thus created by advisers and principals, appropriate 

to diverse circumstances and needs. Critical theorists, again in common with 

post-structuralists, would want performance criteria and standards to be set 

bottom-up not top-down, based on consensus as to truth and remain 

appropriately context-sensitive or relative rather than a monolithic expression 

of authority serving to control or dominate principal performance. From a 

post-modernist perspective, performance criteria set should be deconstructed 

and the power of setting these and standards given back to principals, their 

signified subjects, in due deference to difference and pluralism and in the 

interests of critical reflection, ethical practice of self awareness and autonomy.

3.2.5.6 Operational procedures and attitudes

While in the hope of ensuring effectiveness and equal treatment positivism 

demands standardisation and validity in terms of procedures set beforehand in 

objectively judged performance appraisal, naturalism speaks of individually 

collected, appropriately contexted evidence acquired by advisers or other 

sources at interview with principals and sustained communication and 

cooperation between them. Critical theorists would want operating procedures
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produced by truthful, equal, and open communication and dialogue, constantly 

questioned and reflected upon in the process of implementation, while 

post-structuralists would want procedures to be deconstructed, putting 

emphases on processes of self reflection and ethical practice.

3.2.5.7 Cognitive interests

As we might expect, positivists privilege research on what are conceived of as 

the possible factors at work in determining principal performance and their 

access to its prediction and control, interpretivists mutual communications, 

dialogue and common understanding, critical theorists understanding of 

irrational power and ideological dominance and post-structuralists 

deconstruction of possible power penetration, dominance and control in 

management systems.

3.2.5.8 Key points of critique

If positivistic approaches point to the character of traditionally objective, 

accurate systems, naturalism highlights more humanistic virtues of 

communicating, cooperating and sharing consensus in promoting principals’ 

performance improvement. At the same time, adopting a critical stance assists 

in highlighting shortcomings and problems in practice and point to 

management systems which are more self-aware and emphasise self 

improvement and development, just as post-structuralist and -modernist 

modalities can help in understanding the virtues of critically reflecting upon, 

deconstructing and resisting PPM texts.

However, the issue that this raises and which is intrinsic to the form of analysis
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characterising this whole discussion is crystallised in the notion of whether 

critical and, even more particularly, post-structuralist and post-modernist 

stances leave anything behind but the rubble of deconstruction. This brings to 

the surface the character of the analytic work to which we have put these 

‘approaches’. The educational organisational structures within which we seek 

to embed PPM are essentially authoritative and modernist, existing within 

systems of central and local government as deliberate constructions to effect 

work of social and cultural control. The classically embody what Weber (1964) 

and others have referred to as rationality divided between position and 

expertise. We set them up to ‘do good’, to achieve agreed public ends and in 

order to do so find it appropriate to grant those who carry out their functions 

within them relative, sometimes uneasy, autonomy. Education, like other public 

and professional service areas, is constantly subject to the tensions of who 

runs them and calibrates the performance that arise from such tensions. When 

organisational goals were deemed to be clear and unambiguously ‘owned’, 

‘one best way’ forms of solution to their technical and work practices appeared 

natural and positivistic social science appropriate to their understanding and 

as knowledge base to their social technologies. Once these were 

problematised and participant commitment seen to require ‘management’, 

interpretivist modalities of analysis and ‘human relations’ approaches to 

organisational functioning softened their hegemony. Declaring grand theories 

to be dead and structures to be inherently oppressive does very little for those 

who own, plan, run or analyse organisational settings except to increase their 

awareness of the complexity of power and control within them and the 

irremediably ideological character of their ‘improvement’.
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3.2.6 Summary

PPM is a social phenomenon of which we have assumed that different 

philosophical perspectives would permit us to entertain different ideas, 

hypotheses and explanations as to how particular exemplars of it might be 

designed, constructed and subsequently behave as a system. These have 

been presented as originating from diverse ontologies, epistemologies and 

methodologies, expressing differing views as to the very existence of reality. 

These views can be summarised as in Table 3.2.

Table 3.2 Four philosophical paradigms on reality

A bsolute /  objective R elative /  subjective

Reality Positivism  paradigm  

(absolute  truth)

Interpretive paradigm  

(relative truth)

History Critical paradigm  (negative  

truth)

Post-structuralism  paradigm  

(changing truth)

Positivist and critical paradigms hold that there is objective reality which, for 

the former, is deemed to be the real world while, for the latter, the real world is 

only virtual reality created by history. Interpretive and post-structuralist 

paradigms see only relative or changing social reality, vested in individuals 

and in discontinuous history, respectively. Individuals are limited by historical 

culture, so deconstruction and critical reflection is needed to understand 

changing truth and selves. Within them, reality and history, objectivity and 

subjectivity, absolute and relative become binary, opposed possibilities. 

Achieving their integration would be to succeed where hitherto there has only 

been conjecture.
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We have already seen that systems of PPM are inevitably characterised by 

binary contradiction as to whether: they regard principals as objects or 

subjects; emphasise absolute performance objectives or relative objectives; 

and attach relative importance to principal performance or professional 

development. We have also begun to outline arguments for the importance of 

assuaging or avoiding conflict inherent in such dualities by, hopefully, 

coherent combination and compromise in planning and sustaining PPM 

activities. Intellectual honesty requires us to acknowledge that we are all 

positivists now, for example in employing ‘objective’ empirical techniques, 

even when we call ourselves interpretivists and seek to objectify meaningful 

behaviour and in recognising the legitimacy of organisational structures, 

power and authority. Yet we are all also now simultaneously post-modernists 

or -structuralists; ideology is exposed and we grasp that knowledge is power, 

not least in its withholding, and freedom presupposes a measure of equal 

communication. In professional domains it is not unreasonable, therefore, to 

expect that managers/advisers and principals should: act as ‘cooperating 

partners’, seeking to integrate subject and object relationships; consider 

target setting by ‘common consensus objectives’ so as to compromise the 

absolute and relative objectives; rely on the concept of ‘sustainable 

improvement’ to link up personal management, development and 

accountability activities; and regard the realistic and historic opposites of 

continuous development and contingency in relation to principals’ capabilities 

and school conditions in particular, historically conditioned contexts, as 

capable of harmonisation - principal performance and school quality can be 

pointed at the same, desirable targets.
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3.3 Psychological Analysis

Psychology deals with individual behaviours and mental processes examining, 

among other things, human development, learning, memory, cognition, feeling, 

abilities, personality, motives, emotion, social behaviour and abnormal 

behaviour (C. X. Zhang, 1989). In Chapter Two some individual factors which 

might be taken to influence principal performance, such as personality, 

cognition and abilities, work values and attitudes, work motivation and 

experience were examined conceptually. In order to understand these and the 

processes that influence them further it is necessary to turn to psychology, 

focusing mainly on three schools of thought or paradigms: behaviouristic, 

cognitive and humanistic, as they have been related to its managerialist 

forebears and may be related to PPM. Having examined their theoretical core 

concepts, particularly with respect to motivation theory, an attempt will be 

made to draw some implications as to how they might serve as guides in 

formulating and implementing PPM system effectively.

3.3.1 Behaviourism

Behaviourists have argued that the behaviours that individuals present are 

dependent on their adaptive outcomes toward circumstances encountered. 

The process of learning behaviours depends on strong linkage between 

stimulus and response and behaviour and consequence. Reinforcement 

theory holds that individuals’ present or future behaviours are largely 

influenced by the consequence of rewards associated with past behaviour, 

that is to say, on outcomes of individual action being reinforced by positive 

rewards that would lead to their repetition in similar, stimulus situations, 

whereas actions leading to negative outcomes would tend to diminish.
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Thorndike referred to this as the Law of Effect, while Skinner (1969) named it 

operant conditioning. Behaviourists, then, tend to be external determinists 

with respect of individual behaviours, emphasising the circumstances of 

planning extrinsic stimulation and reinforcement effects in facilitating 

individuals’ behaviours and, according to Skinner, particular behaviours are 

reinforced through effects that follow them.

Presumably, managers could seek to employ such a device in order to 

enhance individual performance of positive and desirable behaviours in 

others and could also themselves be induced to undergo sustained 

improvement and development and avoid undesirable behaviours by 

provision of appropriate rewards, incentives and punishments. These might 

be derived commonsensically and agreed consensually, with emphasis on the 

former and use of the latter only as last resort. Indeed, reinforcement theory, 

the most acceptable tenet of behaviourism, is well applied in human resource 

management. According to their Organisational Behaviour Modification (OBM) 

model (Luthans and Kreitner, 1985), behaviour is a function of its contingent 

consequences. By understanding and modifying antecedents and 

consequences managers/advisers can increase, maintain, or reduce the 

frequency of employee behaviours. Thus, it can be applied to improve 

effectiveness of performance management efforts, supported by a growing 

body of empirical, follow-up research suggesting that the usage of OBM really 

has some influence (Stajkovic and Luthans, 1997; Waldersee and Luthans,

2001). In PPM operating processes it was suggested that sustained 

communication and dialogue between advisers and principals ought to be 

emphasised (see Section 2.2.4). If in interaction both can be provided with 

immediate feedback and appropriately applied reinforcement rationales, 

positive influence may be two-way, manager/advisers enhancing and
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maintaining principal performance by way of positive encouragement and 

principals influencing advisers’ attitudes and performance through positive 

response. In addition, if both of them can present friendly and active 

communication and dialogue, sustained two-way communication and may be 

established in a climate of trust (Waldersee and Luthans, 2001) and 

managers/advisers can adopt a strategy of successive approximation to 

facilitate principal performance.

Behaviouristic emphasis on immediate, contingent reinforcement of 

behaviours would imply that managers/advisers should provide timely 

feedback and guidance for principals according to agreed objectives and key 

criteria, followed by positive reinforcement of performance outcomes that 

have been achieved. If performance management is orientated to 

development, principals should be required to set up and thoroughly 

implement improvement strategies while, if its purpose is accountability, it will 

simply rest upon previously agreed performance rewards.

3.3.2 Cognitive theory

Cognitive theorists have argued that individual behaviours are outcomes of 

recognition, understanding and comprehension leading to change in 

individual internal mental processes, not characterised by the exogenous, 

passive, and fragmentary linkages of external stimulation-response but in 

ways which are endogenous, spontaneous, and comprehensive. Individual 

cognition and understanding of causal relationships are paramount. 

Waldersee and Luthans (2001: 395) indicated that the applications of 

cognitive theory in performance management mainly focus on process 

theories of motivation, such as goal-setting, equity and expectancy theories.
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Lock (1978: 595) indicated that goal setting is the most directly useful 

motivation approach in a managerial context, though acceptance of and 

commitment to it by employees was contingent on its perception as fair and 

reasonable and their trust in management (Latham and Locke, 1979). 

Expectancy theory argued that employees tend to rationally appraise their 

behaviours on the job and will choose those that can effectively achieve the 

most valuable objectives (Vroom, 1964). Equity theory has tried to explain 

how employees respond to perceived unfair treatment in organisations 

(Adams, 1963).

Bandura (1977; 1986), proposing social learning/cognitive theory as an 

attempt to integrate behavioural and cognitive theories, paid special attention 

to three factors affecting individual learning (Bandura, 1969; 1977; 1982; 1986; 

Davies and Luthans, 1980; Robbins, 2001). The first was vicarious learning, 

referring to imitative learning based on observation of others (substitutors) to 

achieve a particular behaviour and its outcomes. He argued that individuals’ 

behaviour learning and change processes were not necessarily dependent 

directly on outcomes which had been reinforced or punished but could be 

influenced by observing the contingent consequences of others’ behaviours in 

certain situations (Bandura, 1977). Thus, observational and modelling 

learning became important sources of individual behaviour change. The 

second was self-regulation, signifying ability to direct one’s own actions and 

behaviours without pressure, setting goals and achieving self-monitoring and 

self-enhancement (Bandura, 1991). The third was self-efficacy, referring to 

individuals’ beliefs in their own capabilities to perform a behaviour (Bandura, 

1997), those with high levels tending to choose challenging work and 

objectives, tending to have greater motivation and involvement in their work, 

deeply confident that they stand to succeed as long as they produce the
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requisite effort. Levels of individual self-efficacy, among other things, related 

to previous experience of failure or success, observation of and learning from 

others’ and their affirmation, enhancement of capabilities and individual 

psychological stress. Moreover, individual meta-cognition, thinking about 

thinking or the self monitoring and control of thought (Martinez, 2006: 696), 

can also lead learners to understand, clarify, select, evaluate, and revise their 

cognitive goals, tasks, and strategies (Flavell, 1979).

Cognitive theories emphasis on the importance of individual recognition and 

judgmental processes has obvious implication for the operation of any system 

of PPM, suggesting the importance of principals’ participation from its 

formulation and the usefulness of engendering their commitment to a 

perception of its fairness (Adams, 1963), work-satisfaction (Herzberg, 1966) 

and expected outcomes (Vroom, 1964). The assumptions that individuals 

possess the rationality and cognitive abilities that enable them to initiate 

judgment and appraisal, that their behaviours are purposeful, goal directed, 

and largely based on conscious intention that may involve in their own desires 

and expected objectives, suggest that they will strive to achieve objectives by 

rational calculation of probabilities and outcomes, choosing those behaviours 

that they believe will lead to the most valued individual or institutional rewards. 

Bandura (1986; 1991) suggested three steps of: observation of one’s own 

performance; setting one’s own performance standards and comparing actual 

performance with targets in order to understand progression; and producing 

further motivation and self-reaction/reinforcement in terms of which 

individuals reward or punish themselves. He argued that self-efficacy could be 

enhanced by achieving expected objectives and determining work-related 

performance (Bandura, 1982). Such self-regulation and -management may be 

suited to principals strong on initiative, cognitive abilities and experiences and
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capable of improvement, among other things, if provided with appropriate 

feedback from external advisers, particularly of the sort that assists in 

nurturing meta-cognitive abilities, enhancing self-knowledge, clarity, reflection 

and critique. Providing fair and reasonable performance outcomes based on 

capabilities and actual performance and rational rewards or consequences 

expected by principals may be expected to generate substantial, positive 

effects of motivation and identification among them.

3.3.3 Humanistic theory

Humanistic theories emerged in the 1950s in reaction to both behaviorism 

and psychoanalysis led by psychologists, such as Abraham Maslow and Carl 

Rogers, who contended that human nature was essentially positive and good 

(Rogers, 1972) and that everyone was disposed or motivated to pursue 

self-actualisation (Maslow, 1970). Unlike behaviourists they believed that 

humans are not solely the product of their environment but that individuals’ 

behaviours were primarily determined by their perceptions of the world. They 

were internally directed and motivated to fulfil their potential through 

cognitively based goal-setting and goal-striving processes (Cassel and Reiger, 

2000). Humanistic theorists hold a hopeful and constructive view of human 

beings and their capacity of self-determination, focussing on facilitation of 

self-esteem, self-fulfilment, and personal development. Maslow (1970) 

developed a hierarchical theory of human motivation which asserted that, 

once certain basic needs were satisfied, higher motives self-actualisation 

could emerge. Rogers (1972), from a person-centred viewpoint, held that full 

self-fulfilment could be achieved if individuals learned how to trust their own 

judgment and feelings in environments characterized by genuineness, 

acceptance, and empathy.
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If managers/advisers were to take seriously humanistic theories’ stress on 

humans’ inborn possession of motivation for proactively pursuing growth and 

self-fulfilment they would, no doubt, regard it as paramount that they provided 

appropriate environments and opportunities for principals to fulfil or actualise 

themselves through constantly striving to engage in their work, to achieve 

success and development. This process might usefully start at the formulation 

stage of a PPM system, with adequate understanding of purpose in relation to 

intrinsic motivation, individual self-fulfilment and institutional goals.

Although cognitive theorists also claim that managers/advisers should be 

concerned with principals’ internal mental processes and provide 

environments which correspond to their expectations and satisfaction, 

humanistic theorists tend to place more emphasis on individual, internal 

motivation in pursuing self-actualisation. Recognition that essentially good 

individuals have different motivations in relation to their needs should incline 

managers/advisers to display understanding of them in respectful, accepting 

and empathetic manner, inducing in them admiration of their own and others’ 

excellent performance. Helping them to set and pursue high objectives 

performance ought not to be inimical to self-actualisation of ideals of career 

development and actively striving toward its realisation. The most important 

task for managers becomes to appropriately communicate and combine 

schools’ and principals’ objectives within their self-fulfilment and growth aims, 

greatly concerning individual self-management and development through 

continuous professional development stressing intrinsic, spontaneous 

motivation rather than external pressure. In such processes, 

managers/advisers are best pictured as helping principals to realise deeper 

meanings of learning and growth for themselves, encouraging motivation
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toward active planning, participation learning and engagement in school 

management.

3.3.4 The implications of motivation theories for PPM

Silver (1983) argued that human behaviours are created by states of arousal 

or internal tensions, such tension states acting as energy sources for actions 

which, when brought into a specific direction, form a drive. In any organisation 

individual work motivation can function as the main, driving source for 

performance and play a crucial role in the field of organisational management. 

Motivation is power, usually with specific direction, intensity and persistence 

that can propel individuals to demonstrate certain behaviours. Understanding 

individual work motivation would require probing into personal and 

environmental factors that provide such intensity and direction (Steers and 

Black, 1994). Generalising the views of scholars (Locke and Latham, 2004; 

Steers, Mowday and Shapiro, 2004), work motivation can be taken to refer to 

the mental states and derivative behaviours, including persistence and 

involvement, that individuals exhibit in relation to work objectives under the 

interactive influences of internal and external environmental factors. In a work 

environment motivations can produce effects not only on the skills that 

individuals learn but also on how they will apply them and exhibit expected 

organisational performance behaviours.

The earliest studies of human motivation date from the Greek philosophers 

and focus on the concept of hedonism as a principal driving force in behaviour 

(Steers, Mowday and Shapiro, 2004) and not until the end of the nineteenth 

century did studies of motivation switch from the domain of philosophy to the 

field of psychology, to be originally focused on instinct theories. By the 1920s,
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influenced by behaviourism, drive or reinforcement theories of motivation 

replaced instinct theories and in 1930s, as a result of the Hawthorne studies, 

social science focus on management began to shift to the impact of social 

factors on individual behaviours. In the 1950s a number of theories that were 

later called content theories of motivation were put forward in succession, 

including Maslow’s (1954), hierarchy of needs theory, Alderfer’s (1969, 1972) 

ERG theory, and Herzberg’s (1966) motivation-hygiene theory. These 

constituted a new start in the theorisation of motivation processes, where the 

dynamism of cognitive theories was used to understand psychological 

processes of selecting individual behaviours. Process theories sought to 

uncover causal relationships as to what inspired individuals to exhibit 

particular behaviours in work contexts, developing approaches, such as 

Vroom’s (1964) expectancy theory, Adams’ (1963) equity theory, procedural 

justice theory, Locke’s (1968, 1996) goal-setting theory and Weiner’s (1985, 

1986) attribution theory. Each of these and their possible bearing on systems 

of PPM will be outlined below.

3.3.4.1 Content theories

Content theories were mainly about internal and external factors inducing 

intentional behaviours of individuals, including individual needs, internal 

instinctive motivations, values and job characteristics, pictured hierarchically 

and included the work of Maslow, Alderfer, and Herzberg. Their structures are 

compared in Table 3.3.
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Table 3.3 The structures of three motivation content theories
M aslow A lderfer H erzberg

Self-actualisation needs

Growth needs m otivatorsEsteem  needs

Belongingness needs R elatedness needs hygiene factors

Safety and security needs Existence needs

Physiological N eeds

3.3.4.1.1 Maslow's hierarchy of needs theory

According to Maslow (1970), human beings possess different, innate 

motivations, hierarchically structured in terms of their prepotency, such that 

only when lower ones are satisfied are individuals stimulated to pursue higher 

ones. Maslow’s hierarchy of needs, arranged in such a sequence of lower to 

higher levels, were physiological, safety, belongingness and love, self-esteem 

and self-actualisation. Later, Maslow added two extra needs alongside 

self-esteem, the need to know and understand and aesthetic needs, giving 

seven in total. The first four represented ‘deficiency needs’ prerequisite to 

development of healthy personality; while the last three represented ’growth 

or being needs* related to individual achievement and potential. Only when 

needs at lower hierarchical levels were satisfied could individuals produce 

motivation in pursuit of those at a higher level. Whereas when individuals 

have satisfied their deficiency needs motivation for their continued pursuit will 

be decreased, when such needs at higher hierarchical levels are satisfied 

individuals will continue to seek their further achievement, for instance, 

concerning knowledge and understanding, aesthetics and self-fulfilment 

(Maslow, 1968).
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3.3.4.1.2 Alderfer’s ERG theory

Alderfer (1969, 1972) combined Maslow’s original five hierarchical needs to 

encompass just three, for existence, relatedness, and growth. The first was 

tantamount to the physiological and safety needs described by Maslow, 

relatedness was associated with interpersonal interaction, the equivalent of 

social needs of belongingness and love, while growth needs concerned the 

interaction of individuals and environment and were equal to Maslow’s 

self-esteem and self-fulfilment. Both contended that unsatisfied individual 

needs create motivations for their continual pursuit and, when those at lower 

levels were satisfied, individuals would pursue those at higher levels. Both 

also agreed that when needs at higher levels were satisfied, their importance 

increased. However, Alderfer (1972) differed from Maslow in that, whereas 

Maslow believed that prepotency existed between various hierarchical levels 

of need, he deemed that individuals were likely to have the motivation to 

pursue more than one need at a time. While Maslow believed that the five 

needs should be classified as low to high in a level by level, ascending 

sequence, without regression, Alderfer held that when it was impossible to 

satisfy individual needs at higher hierarchical levels individuals would turn to 

seek satisfaction of those needs at lower ones In a process 

o f’frustration-regression’ (see Figure 3.1).
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Initial Need Desire Action/
Frustration Strength Response Result

Behaviour

Behaviour

Behaviour

Frustration of 
relatedness needs

Frustration of 
existence needs

Frustration of 
growth needs

Frustration of 
relatedness needs

Satisfaction of 
existence needs

Frustration of 
existence needs

Satisfaction of 
relatedness needs

Frustration of 
growth needs

Satisfaction of 
growth needs

Importance of 
growth

Importance of 
relatedness 

needs

Importance of 
existence needs

i i

Satisfaction-Progression: 

Frustration-Regression: -

Resource: Steers, R. M. and Black, J. S. (1994). Organisational behavior (5th ed.) (p. 145). 
New York: HarperCollins College Publishers.

Figure 3.1 Framework of satisfaction-progression and frustration-regression
components of ERG theory

Alderfer (1972) indicated that when individuals were frustrated at failure to 

satisfy a need its importance would increase, spurring action to seek 

satisfaction. If successful, the importance of needs at higher hierarchical 

levels would be enhanced and further actions continue to be taken. If 

frustration takes place in fulfilment of this need, the importance of needs at
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lower levels will be increased and their satisfaction pursued.

On the basis of such ideas, PPM managers/advisers might be well advised to 

seek to understand how the individual needs of principals are satisfied, not 

least as a basis to stimulate their further motivation and efforts and the 

importance of providing support for their satisfaction, such as an environment 

free from fears or security threats and partnership based on cooperation and 

sharing, furnishing them with constructive incentives and assistance when 

they show the signs of frustration and regression.

3.3.4.1.3 Herzberg’s motivation-hygiene theory

The core concepts of Herzberg’s (1966) ’two factor theory’ indicate that those 

affecting employee satisfaction or dissatisfaction about their work exist in 

different combinations, the former termed ‘motivators’ or ‘satisfiers’ involving 

achievements, recognition, work itself, responsibility, advancement, and 

growth and regarded as intrinsic, inducing sense of satisfaction when 

provided by organisations as adequate motivators. The latter, employee 

dissatisfaction, is chiefly elicited by eight ‘hygiene factors’ or ‘dissatifiers’, 

including company policy and administration, supervision-technical, salary, 

working conditions, interpersonal relations, status, security and personal life, 

the majority not directly related with work itself and termed extrinsic whose 

inadequate supply can give rise to a sense of dissatisfaction among 

employees but whose good and sufficient provision cannot of themselves 

result in employee satisfaction. This conceptual framework is shown in the 

Figure 3.2.
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Sufficiency
Motivators  

Achievement, recognition, work itself,

Deficiency

Satisfaction
responsibility, advancement, and growth

No
Satisfaction

H ygiene factors  
Company policy and administration,

^  i i <ir«i ̂  n  m a I a  m

No
Dissatisfaction

condition, interpersonal relations, status, 
security, and personal life Dissatisfaction

Figure 3.2 The two factor structure of Motivation-Hygiene theory

Herzberg’s theory might incline PPM managers/advisers to provide principals 

with appropriate motivators, such as sense of achievement, recognition and 

work responsibility to assist them in acquiring professional growth and work 

satisfaction, as well as attending to hygiene factors by establishing good 

mutual relationship with principals, free of threat.

3.3.4.2 Process Theories

While content theories of motivation try to explain what motivates individuals, 

process theories mainly focus on how and why they decide which specific 

behaviours to perform, determined by the interaction of internal recognition 

processes and causal relationships that induce individual motivation or effort. 

They include Vroom’s (1964) expectancy theory, Adams’ (1963) equity theory, 

Locke’s (1968, 1996) goal-setting theories, procedural justice theory, and 

Weiner’s (1985, 1986) attribution theory.
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3.3.4.2.1 Vroom’s expectancy theory

Vroom’s (1964) expectancy theory is based on the assumptions that there are 

diverse desires, needs, and objectives among individuals that may vary with 

changes in the environment and individual experiences about which 

individuals can make choices with rationality and reasonableness, based on 

experiential learning (W. Q. Xie, 2004). As the leading process theory, it 

regards motivation as a kind of internal force with its own directions and 

intensities, consisting of expectancy and instrumentality, as shown in Figure

3.3 (Silver, 1983: 322).

Action
Indirect

Outcomes
(Reward)

Direct
Outcomes

(Performance)

Expectancy Instrumentality

Figure 3.3 Correlation of expectancy with instrumental values in motivation
expectancy theory

Source: Silver, P. F. (1983). Educational administration: Theoretical perspectives on practice 
and research (p.322).New York: Harper & Row.

Individuals have both expectations of direct outcomes of their actions and 

views of their instrumentality in terms of indirect and direct outcomes. 

Expectancy and instrumentality are both affected by the valences of 

outcomes. Silver (1983) illustrated the relationships between force, valences, 

expectancy, outcomes, instrumentality and action, as in Figure 3.4. Force
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facilitates the actions of individuals as a kind of internal energy or arousal 

state that possesses direction and intensity. Both the direction and intensity of 

this drive will be influenced either by the valences of direct outcomes of 

actions or expectancy of the fulfilment of such outcomes. Valences refer to 

levels of attraction or repulsion of certain specific objects, signifying 

consciousness of subjective preferences, positive when attractive, zero when 

unattractive and negative when detestable. Expectancy: refers to the views of 

individuals as to the possibility that an action can create specific outcomes, 

ranging from ‘surely’ to ‘surely not’, serving as the driving force to determine 

whether individuals would take actions. Outcomes refer to the perceived 

results of actions, direct and indirect. For instance, the direct outcome of 

buying a laptop computer from the manufacturer is acquisition of this product, 

while indirect outcomes can be seen as those gained from first-level 

outcomes as more remote results of actions (Silver, 1983: 325). For example, 

this laptop computer can help teachers to improve the effects of teaching 

programs. Instrumentality refers to the views of individuals on the possibility 

that direct outcomes can lead to or avoid indirect outcomes which are, in 

essence, perceptions of the correlation between direct and indirect outcomes. 

Intensities of such a correlation would also vary from ‘must take place’ to 

‘must not take place’.

Individuals would make rational assessment of various possibilities before 

taking action in two steps, firstly evaluating the attractions of indirect 

outcomes (instrumentalities), and then assessing the possibilities of acting to 

reach direct outcomes (expectancy). If they believe that they can perform at 

high level, the actions will be taken. Expectation theory is not only concerned 

that rewards should be based on performance but that individuals should 

have the capabilities necessary to perform at a high level and accurately
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perceive this to be the case.

D

■O C 
<D OInstrumentalities

(Stage 1)

Expectancies

(Stage 2)

Valences
(of indirect 
outcom es)

Valences
(o f direct 

outcom es)

Force
(to perform  
an action) Instrumentalities

(of direct for indirect 
outcom es)

Expectancies
(that action will 

result in the direct 
outcom es)

Figure 3.4 Relationship among major constructs in expectancy theory of
motivation

Resource: Silver, P. F. (1983). Educational administration: Theoretical perspectives on 
practice and research (p.328).New York: Harper & Row.

As to PPM systems, the notion that the performance behaviours of principals 

are affected by their perception of and possibility of action-performance and 

performance-rewards would suggest the good sense of managers/advisers 

communicating with principals concerning specification of performance 

standards to be followed and assisting them to enhance professional 

capabilities in such ways as increase their possibilities of fulfilling them. 

Moreover, in doing so, it might be wise to take into account their preferences 

for indirect outcomes in designing possible inducements to their growth and
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advancement, commendation and rewards offered for their performances.

3.3.4.2.2 Equity theory

Adams’ (1963) theory holds that equity is the leading consideration 

influencing formation of individual motivation, derived from comparison of the 

ratio of individual input to acquired outcomes with that of others. If such 

comparisons are in a state of equity there will be the greatest work motivation 

for individuals; if otherwise, individuals will take action to restore equity, or 

even leave the organisation. Individual inputs to work may include, among 

others, education and training, knowledge and competencies, experiences, 

efforts and time, producing outcomes which may include salaries and 

compensation, benefits, status, promotion, job security, recognition, sense of 

achievement, job satisfaction and other forms of valued, individual feedback. 

These are subjectively compared with those acquired by ’reference persons’, 

individuals regarded as similar, such as colleagues, persons in other groups, 

the self in the past or expectations for oneself, leading either to a state of 

equity, where the ratio of personal input to outcomes is identical to that of 

reference persons, or ‘overpayment’ or ‘underpayment’ inequity, eliciting 

internal tension and displeasure, motivating action to restore equity, either 

through overt or explanatory behaviours, including changing one’s own input 

or outcomes, changing the input or outcomes of comparison objects, 

changing perceptions of inequity or the objects of comparison and leaving the 

job or organization or forcing opponents to leave.

Equity theory would suggest that PPM systems ensure that principals 

perceive what counts as equitable treatment, reasonable, objective settings, 

appropriate performance feedback and accurate appraisal, such as reflect
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their inputs and efforts correctly and enable their performances to gain the 

compensation or feedback they deserve. Principals’ consciousness of inequity 

should be met with immediate improvement or reasonable explanation 

showing understanding of their feelings, including clarification and explanation 

of erroneous perceptions, making reasonable changes and adjustments to 

unfair treatment and providing appropriate incentives for those who have not 

acquired deserved outcomes. These should include feedback on and 

acknowledgement and commendation of principals’ excellent performance not 

only in terms of remuneration but also other criteria, such as sense of 

achievement and acknowledgement and job satisfaction.

3.3.4.2.3 Procedural justice theory

Since equity theory tends to focus on distributive aspects of outcomes across 

employees in pursuit of high levels of motivation it tends to ignore procedural 

equity. Some scholars have argued that individual perceptions of procedural 

equity in allocatory processes are also important influences on the work 

motivation of organisational members (Folger and Konovsky, 1989; 

Greenberg, 1990). Thibaut and Walker (1975) typically represented those 

earliest scholars studying procedural justice theory, their research focussing 

on procedural justice in disputes seen as handled in two stages, process 

control of adducing evidence and decision control resting on its evaluation, 

studies discovering that where arbitrators took control of decision-making, 

allowing disputing parties control of the process, they developed favourable 

perceptions of equity concerning outcomes (Thibaut and Walker, 1975; 

Walker, Lind and Thibaut, 1979). Later, Leventhal, Karuza and Fry (1980) 

proposed the usefulness of allocation preference theory from the perspective 

of procedural justice in respect of organisational resources, putting forward six
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principles as criteria, verification, consistency of allocation procedures, 

accuracy of information, representativeness in fully reflecting the opinions and 

issues of all parties, bias suppression, ensuring avoidance of individual 

prejudices in distribution procedures, correctability and the rule of moral and 

ethical standards acceptable to common people in their operation. In any 

organisation, whether in the settlement of disputes or procedures of allocation, 

employees’ perceptions of procedural equity tends to affect their motivation to 

achieve performances, recognition of procedural equity encouraging higher 

performance to acquire larger shares in distribution.

The procedural justice theory literature suggests three main factors affecting 

procedural equity (George and Jones, 2004; Greenberg, 1986, 1990; Linda 

and Tyler, 1988): managerial sincerity and courteousness to employees and 

respect for their views on decision-making procedures; adherence to 

reasonable decision-making procedures; and explanation to employees about 

inputs assessed, standards appraised and outcomes treated. These appear 

to be of some self-evident relevance to PPM procedures here.

3.3.4.2.4 Goal-setting theory

Studies carried out by Locke (1968, 1996) and Locke and Latham (1990,

2002) have contended that all individuals have their own values, emotions 

and desires and set themselves goals in order to achieve them that can have 

four types of motivating function: forming the focus of individual attention; 

stimulating individual efforts; intensifying individual persistence in work; and 

facilitating development of individual strategies and action plans. To kindle 

more individual work motivation, emphasis is laid on principles of setting 

challenging but attainable, specific and acceptable goals, with real-time
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feedback. Studies have shown that when individual goal settings are 

challenging, definite and attainable, individual expectancy for their 

achievement, as well as the instrumentality and attraction of such goals, will 

be enhanced (Austin and Klein, 1996; Locke and Latham, 1990, 2002), 

especially when individuals receive continuous feedback on their 

achievement. While definite and difficult goals can intensify work motivation, if 

individuals lack the high performance capabilities they require, they may 

prove dysfunctional and inhibit desirable motivation (George and Jones, 

2004). Again, the possible implications here of such goal-setting for PPM 

systems seem less than mysterious.

3.3.4.2.5 Weiner’s attribution theory

Attribution theory concerns how individuals make explanations of the cause of 

what happens, as well as how such explanations influence their thoughts and 

subsequent behaviours. Heider (1958) first advocated attribution theory, 

which Weiner (1974, 1986) and his colleagues (Jones, Kannouse, Kelley, 

Nisbett, Valins, and Weiner, 1972) further developed. It assumes that 

individuals will seek to explain reasons for their own or others’ behaviours and 

such explanations or attribution will determine subsequent, individual 

behaviours and emotional responses to success or failure (Weiner, 1980). 

Weiner (1974, 1986) proposed three processes of individual attribution: 

perception and observation of behaviours; belief that they are intentional; and 

determination of belief that others are forced to display such behaviours 

(situational attribution) or not (internal attribution). Weiner’s early studies 

(1974), based on the views of Heider, argued that there are four types of 

individual attribution of success and failure, ability, effort, task difficulty and 

luck, further divided into two levels: locus of control and stability. In later
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studies (Weiner, 1985, 1986) these were further expanded to three levels and 

analysis of influences of attribution, with respect of emotions added.

Locus of control indicated the extent to which individual attribution can be kept 

within internal or external control, among the four types of attributions effort 

and ability representing internal control, while task difficulty and luck signified 

external control. At the emotional level, internal and external attribution of 

individual success and failure influenced individual self-esteem and pride 

(self-orientations). Stability concerns the extent to which the type of attribution 

can be changed in correspondence with shifts in time and situations, ability 

and task difficulty serving as factors of stability, effort and luck instability. At 

the emotional level, stability attribution of individual success and failure can 

affect individual helplessness or helpfulness (self-orientations).

In turn, controllability: refers to the extent to which attribution can be controlled 

by individual wills, where effort is the controllable factor, while ability, task 

difficulty and luck are uncontrollable, though sometimes ability can be also a 

controllable factor, if it can be developed or improved in working environments. 

At the emotional level, controllability of individual success and failure can 

have effects on shame and guilt (self-orientations), as well as anger, 

thankfulness and commiseration (other-orientations). Four possible sources 

of attribution and the structures of their correlation on the three levels of 

attribution are shown in Table 3.4. It shows ability as a kind of internal, stable 

and uncontrollable attribution; effort as a kind of internal, unstable and 

controllable attribution, task difficulty as a kind of external, stable and 

uncontrollable attribution and the luck as a kind of external, unstable and 

uncontrollable attribution.

97



Chapter Three Theoretical Analysis of PPM 98

Table 3.4 Four types of attribution and their attributes in Weiner’s attribution theory
Levels of attribution

Attribution local of control stability controllability

Source internal external stable unstable controllable uncontrollable

Ability y y * y
Effort y y y
Task
Difficulty

y y y

Luck y y y
Notes: ‘ Sometimes, ability is also attributed to the factors of controllability, as determined by

whether individual abilities needed for work can be developed.
Source: Weiner, B. (1986). An attribution theory of motivation and emotion. New York: 

Springer-Verlag.

Over various studies, Weiner (1986) discovered that attribution of success 

and failure by individuals affected expectancies of future performances. In 

respect of relevant failure events individuals attributing it to unstable factors 

(efforts and luck) would still have quite high expectancies for future 

performances, despite current failure. In contrast, individuals tend to have 

lower expectancies if failure is attributed to stability factors (ability and task 

difficulty). Moreover, in attribution of relevant success events, individuals 

attributing success to such stable factors tend to have quite high expectancies 

for future performances, in contrast to those who have lower expectancies 

when success is attributed to unstable factors (efforts and luck); individual 

expectancies for future success are, thus, mainly influenced by stability 

attribution (efforts and task difficulty), stability representing absence of 

change. In this way, succeeders continue to succeed and losers to fail. If 

success and failure are attributed to instability factors (effort and luck) the 

possibility of change in future remains and they are less influential as a result.

In research on the attribution of controllability, if individuals attribute their 

failure to effort (controllable, internal, and unstable), such as insufficient

98



Chapter Three Theoretical Analysis o f PPM 99

preparation, they still tend to hold expectancy for success in future but have 

low self-esteem and a sense of guiltiness for absence of proper preparation. 

But long term, unsuccessful employees usually tend to attribute their failure to 

ability (uncontrollable, internal, and stable) and tend to have no hope for 

future success, having low self-esteem, helplessness and ashamedness as a 

result. Emotionally Weiner (1986) believed that individual attribution 

processes affected self-directed or other-directed emotional responses, such 

as: pride, self-esteem, helplessness, helpfulness, ashamedness and sense of 

guiltiness (self-orientations) and anger, thankful and commiseration (other 

orientations). If individual performance is bad, unexpected or important much 

emotional response will be produced in the process of attribution, generating 

effects on future goal setting and expectancies of performance. Moreover, 

internal, external, and controllability attribution can produce various emotional 

responses and affect individual motivation toward future performances.

From the view of Weiner’s attribution theory, PPM managers/advisers should 

try to understand and guide principals’ attributions to internal factors (ability 

and efforts) and controllability attribution (effort). The principals should also be 

assisted to promote capabilities needed for fulfilling performance objectives 

so that ability attribution is held at controllable levels. Active help in preventing 

repeated failure and facilitating success should be concerned by 

managers/advisers in assisting avoidance of such emotional responses as 

low self-esteem, helplessness and ashamedness.

3.3.5 Summary

Commonsensically, principals’ performances are subject to the influence of 

their individual personalities, recognition and abilities, work values and
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attitudes, work motivation and work experiences. Understanding and grasping 

these issues is enhanced by interrogating them with relevant psychological 

theories. Three schools of psychology denoted as behaviourism, cognitive 

and humanistic theory offer sharply differing perspectives, privileging external 

environmental control, internal psychological process and a view of human 

nature as essentially good, respectively. Their implications may be used in 

planning, implementation and outcome processing of PPM projects. Moreover, 

content theories of motivation which picture how internal needs and 

perceptions may determine individual behaviours and performances, are 

argued to be capable of helping managers/advisers to understand and 

respond to principals’ motivations and needs. Finally, process theories 

concerning expectancy, equity, procedural justice, goal-setting and attribution 

can also assist in understanding the performance motivations and perception 

processes of managers/advisers and principals and how to intensify them.

3.4 Administrative Analysis

Administrative theory is concerned with organisational functioning, historically 

much concerned with methods for facilitating their efficiency, effectiveness 

and productivity, not least in education where, as elsewhere, it is increasingly 

assumed that institutional success in reaching objectives entails systematic 

leadership and management processes. In such a cultural context, PPM has 

received a great deal of attention in the past ten years. In this section of the 

literature review, it is hoped to adduce the character of administrative analysis 

and its possible application to formulating and applying PPM processes 

designed to improve principal performance. To this end, an analysis of 

management concepts and theories from different time periods is useful in
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comprehending their background and operation. Administrative and 

management theorising has a history of over one hundred years and displays 

a typically luxurious, current, social science array of existing positions. These 

may be broadly grouped, as to origins, into three phases of administrative 

theory development: Classical Scientific Management, Human Relations and 

Behavioural Science, and Systems Theory. Newer concepts of obvious 

face-relevance to PPM policy, such as Total Quality Management, Human 

Resource Management and New Public Management will also be examined 

and discussed in some depth.

3.4.1 The three phases of administrative theory

Over time social environments, life styles and ways of thinking change, 

including what passes for management theorising. Although we may now be 

thoroughly inured to approaching the construction of PPM systems in an 

intellectual climate saturated by ideas of total quality, human resource and 

new public management, the roots of ideas of effective management are 

highly diverse and have been subject to numerous elisions (Hanson, 2003; 

Pearce, 1989). While some scholars classify historical development of the 

field into three phases (Hoy and Miskel, 2001; W. Q. Xie, 2004; Scott, 2003), 

others distinguish four (Hanson, 2003; Lin, Wu, Zhang, Tang, Ting, Zhou and 

Cai, 2003; M. Q. Qin, 1998). Most are presented in terms of linear time lines 

and all are affected by contemporaneous social science preferences. There 

are two broad approaches to classification, one based on the main schools of 

administrative theory, such as Classical Scientific Management, Human 

Relations and Systems Theories, the other on philosophy of science 

categories, such as Rational, Naturalistic, Open and Non-Equilibrium 

Systems. Accounts converge as to who count as key scholars within phases.
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In Classical Scientific Management these include Taylor, in Administrative 

Management, Fayol and in authorship of bureaucratic models, Weber. 

Representative scholars in Human Relations and Behavioural Science 

include Mayo, Barnard, Maslow and Herzberg, while Systems Theories are 

connoted by the work of Getzels and others. The field can be characterised as 

consisting, within any given period, of scholars sharing similar core ideas on 

administrative or organisational management constituting a relatively leading 

or dominating ‘school’ or paradigm, coexisting with others continuing to work 

in earlier traditions and competing with those prospecting new ones, more or 

less (in)complete borrowings and crossovers from time to time occurring.

3.4.1.1 Classical scientific management

Classical Scientific Management ideas, otherwise termed Rational System 

ideas by Hoy and Miskel (2001) and Scott (2003), dominated from the 1900s 

to 1930s, represented by successive schools of Scientific Management, 

Administrative Management and bureaucratic models. Analysis and synthesis 

of their core ideas is presented below from a number of sources (Hoy and 

Miskel, 2001; K. H. Huang, 1988; Lin, Wu, Zhang, Tang, Ting, Zhou and Cai, 

2003; Lunenbury and Ornstein, 2000; M. Q. Qin, 1998; Scott, 2003; R. Z. 

Wang, 1998; Wang, Lin, Zhang, Huang and Yang, 1999; W. Q. Xie, 2004; Xie, 

Lin, Zhang and Zhang, 1995; Wu, Chen, Yang and Yan, 2001).

The representative par excellence of Scientific Management was F. W. Taylor 

(1856-1915) whose The Principles of Scientific Management in 1911 

described the application of scientific methods to control of work methods and 

procedures through division of labour and standardization of procedures in 

the interests of efficiency. These were the responsibilities of managers who
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controlled workers’ efficiency by strict rules of practice. However, while ‘time 

and motion’ was helpful in strengthening organisations’ productive efficiency, 

workers were often seen as robots, their human and psychological needs 

untended. The work of H. Fayol (1841-1925), a French scholar and the 

archetypal Administrative Manager, was also careless of workers’ welfare and 

psychological needs. Coming from management level, his General and 

Industrial Management in 1916 emphasised the functions of administrative 

management process exercised through five functions: planning, organisation, 

command, coordination and control. Organisations could be effectively 

managed through an authority hierarchy which established a division of labour 

and clarified workers’ duties through a unified system of direction pursuing 

consistent objectives. Personnel management was to emphasise stability of 

employment, employee self motivation and group morale. In turn, explication 

and analysis of the notion of bureaucracy is strongly identified with the work of 

German scholar M. Weber (1864-1920) who, in contrast to Taylor and Fayol’s 

focus on analysis of practical problems concerning achievement of 

organisation objectives, focused his ideas on fundamental problems of the 

origins and structures of organisational bureaucracy. His historical research 

showed that adoption of formal rules, hierarchy and division of labour based 

on the twin principles of positional and expert authority, formal selection and 

career orientation to office and impersonality, including that with respect of 

record keeping (Bedeian, 1989; Hanson, 2003; M. Q. Qin, 1998; W. Q. Xie, 

2004), though an increasing feature of rationality in modern social 

arrangements, was not new. It had long been a feature of government 

organisation structures and operating systems and had become widely 

adopted by many different kinds of organisations. He delineated, as with other 

elements of social structure, a model or ‘ideal type’ of bureaucratic functioning 

distilled from consideration of many forms but corresponding exactly to none
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of them, as an aid to understanding and study. It represented the endeavour 

to pursue rational decisions that led to performance at greatest efficiency 

which Weber acknowledged as depending upon the clarity of known relations 

between organisational ends and means.

Putting aside the historic mistake of confusing Weber’s use of the term ‘ideal’ 

with desirable when, indeed, one of his greatest fears was concerned with the 

over-rationalisation of social life, the ‘iron cage’ of organisational control, it is 

evident that, in simplistic terms, bureaucratic processes established on 

principles of impersonality and rational management systems tend to have 

both positive and negative aspects. While the central purpose of Weber’s 

analysis is to reveal how bureaucratic forms seek to marry office with 

expertise, strict enforcement of formal rule and other control systems can lead 

to stasis and block creation. Clear system direction and division of labour may 

unify command and strengthen organisational efficiency but also restrict 

individual initiative and generate frustration. Organisational life is about crisis 

and contingency, as well as routine. Different types of organisation needs and 

subsequent research into bureaucratic forms by sociologists, such as 

Gouldner (1954), Burns and Stalker (1961) and Crozier (1964) demonstrated 

that different management structures and styles rather than one ‘ideal’ (in 

either sense of the term) management model may be best suited to particular 

contingencies, including changing markets and technologies. Moreover, 

overemphasis on strict institutional management, regarded as the pathology 

of bureaucratic forms, may generate conventionalism, perfunctory 

performance, shirking of responsibilities and unwillingness to create 

autonomously.

In an obvious historical sense, such perspectives form part of the bedrock of
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how we inevitably think about organisations and their management. Their 

central management ideas converge on concepts, such as systematic 

planning, standardised and professionalised division of labour, bureaucratic, 

centralised, unified and rationalised performance efficiency and formal rules. 

The purpose of management tended to be seen as based on achievement of 

performance objectives that could bring most benefit to organisations. There 

was acknowledged, concomitant lack of consideration of employee welfare. 

The informal organisation and individual psychological needs were largely yet 

to be recognised and mapped, objectives focussing on organisational not 

individual purposes in terms of effective work designs and organisational 

management systems, reward and compensation arrangements tending to be 

seen in materialistic and piece rate terms, in contexts of employment stability 

rather than flexibility and job rotation. However, their emphasis on 

organisation efficiency achieved through effective management is still deep in 

the heart of acceptable perspectives in modern organisational management, 

though ideas as to the means of its achievement may have changed. PPM 

systems all exist in professional state bureaucracies where principals’ 

performances require suitable management to assure efficiency within 

systematic structures of administration within which they are given job 

descriptions of greater or lesser clarity, set against standards of professional 

performance to be followed in their conduct. It tends to be taken for granted 

that principals’ individual performance objectives should be integrated with 

those of their organisations and that their managers/advisers should possess 

professional ability and, like the former, be appointed through selection and 

training, capable of adjudicating, validating and rewarding publicly validated 

success in performance.
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3.4.1.2 Human relations and behavioural science

As Is often the case in alternation and competition between social science 

perspectives, the Human Relations and Behavioural Science (sometimes 

referred to simply as the Behavioural Science and conventionally regarded as 

dominating the period 1930-1960s) phase in organisational and administrative 

theorising may be seen as, in large measure, arising out of reaction to many 

of the theoretical and practical shortcomings of the one which preceded it. 

The ‘Hawthorne experiment’ is pictured as initiating Human Relation 

approaches which inspired change in administrative management thinking 

before Behavioural Science came to prevail in 1940s (R. S. Zhang, 1986). 

Both focused research on human interaction and behaviours using methods 

which some scholars termed naturalistic system organisational perspectives 

(Hoy and Miskel, 2001; Scott, 2003), distinguishing five representative 

theories: Human Relations; Dynamic Equilibrium Theory; McGregor’s XY 

Theory; Maslow’s Hierarchy of Need Theory; and Herzberg’s Two Factor 

Theory. As the last two have already been discussed in Sections 3.2.4.1, we 

will focus here on the other three and then prospect their implication for PPM.

The initial heyday of Human Relations approaches is conventionally placed 

between 1924 and 1932. A series of research experiments at the Hawthorne 

Plant of Chicago’s Western Electric Company in America were carried out by 

Elton Mayo and his associates. They originally followed classical scientific 

management hypotheses concerning lighting and other workplace 

improvements and their effect on employee productivity. However, results 

were claimed to show (though subsequently substantially refuted by Carey’s 

(1967) reanalysis of the Roethlisberger and Dickson (1939) data) that work 

environment and other physical factors did not determine productivity as
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much as social and psychological factors, particularly informal organisational 

influences which, in some respects, were regarded as even greater than the 

norms and demands of formal organisations themselves, including the 

effectiveness of their administrative management systems, improvement of 

their work environment, or the material rewards emphasised by classical, 

scientific management ideology. It appeared that effective organisations 

should satisfy employees’ self esteem and pride in order to encourage their 

work motivation and strengthen members’ consciousness of teamwork to 

increase work performance, allowing them to participate and present their 

opinions, thereby increasing psychological satisfaction. The fact that, in 

retrospect, much of Hawthorne’s evidence and analysis was deeply flawed 

mattered little to the vogue which ‘human relations’ enjoyed.

C. I. Barnard (1886-1961), a key figure in the Dynamic Equilibrium theorising 

that followed, as the director at the Bell Telephone Company, attempted to 

integrate scientific management’s emphasis on organisational objectives with 

human relation emphases on personal needs and satisfaction, arguing that a 

balance between organisational expectations and personal needs led 

organisation performance to be increased. Organisations were cooperative 

systems formed by individual members’ inputs requiring them to establish 

objectives through communication if objectives were to be effectively 

progressed (Scott, 2003). Barnard saw such systems as capable of having 

similar objectives in cooperation with each other. Such organisations within 

systems could effectively promote overall performance and satisfy members’ 

needs by clarifying definite objectives, strengthening interactions and 

communication, seeking members’ identification and cooperation and 

stimulation of their willingness and effort, taking advantage of informal 

organisational realities.

107



Chapter Three Theoretical Analysis of PPM 108

In somewhat the same vein, XY Theory was put forward by MIT professor, D. 

McGregor (1906-1964) in his Human Side of Enterprise (1960) which viewed 

effective management as capable of arousing ‘good human nature’ to make 

members work for the organisation. He argued that managers held two 

different types of hypothesis on human nature, creating two different 

management styles, calling that which he saw originating from classical 

scientific management as X Theory and his own as Y Theory. X theory 

hypothesised bad human nature, employees being seen as passive and 

selfish, necessitating organisations taking authoritarian management 

approaches. McGregor suspected that X Theory’s hypothesis on human 

nature inverted cause and effect, bad management being the main reason 

why workers detested their jobs or were unwilling to take responsibility. 

Therefore, he predicated his basic hypothesis on good human nature; 

employees were active and possessed potential, so long as managers 

provided suitable work environments and encouragement, such that the 

former could put their hearts in their work to achieve organisation and 

individual objectives. He argued that managers should adopt democratic 

leadership, integrate organisation and individual objectives, employing 

decentralisation and empowerment, work expansion, participatory 

management, self appraisal, and so on, to allow employees’ potential to fully 

emerge.

In their variant ways, such perspectives threw doubt on the utility of strict 

supervision and management in achieving organisation objectives, prioritising 

instead respect for employees, strengthened teamwork and awareness of and 

support for informal organisation in combining satisfaction of members’ 

psychological needs and increased work performance. Dynamic equilibrium
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theory emphasised working in this way to achieve integration of individual and 

organisation objectives through good communication in order to earn 

employees’ recognition and cooperation in terms of specified common 

objectives. McGregor’s XY theory took such approaches in the direction of 

democracy, decentralisation, participation management and self motivation to 

stimulate members’ potential, while Maslow’s hierarchy of needs theory (see 

Section 3.2.4.1.1) emphasised that people have ambition for self-realisation 

and Herzberg’s motivation-hygiene theory (see Section 3.2.4.1.3) 

emphasised that if managers can provide employees with feelings of 

achievement, recognition, responsibility, variety and challenge in their work 

they could increase their satisfaction and work ambition. Together, they 

reoriented management focus from organisation toward psychological levels, 

sometimes even at risk of overemphasis on analysis of individual behaviour in 

organisations and neglect of the influence of external environments on both. It 

might reasonably be argued that satisfying personal needs at cost of denial of 

organisational structural realities and management functions can lead to 

loose organisation structure, even impotence. Once more, the possible 

implications for PPM systems tumble out.

3.4.1.3 General systems theories

Though having their origin in fields, such as biology and engineering in the 

1920’s, the concepts of General Systems theory were not applied to analyses 

of organisations until the 1960s (J. H. Lin, 2001), then remaining in vogue until 

the 1990s. Based on the idea of ’positive-negative-integration’, in contrast to 

scientific management’s emphasis on effective management structures 

running from top to bottom and the ‘corrections’ of Human Relations and 

Behavioural Science, whose focus on internal structure and organisational
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members neglected the reality that organisations exist in interactive 

relationship with their external environments, General Systems theory was 

launched to integrate both sides. Recognising that social environments 

became more rather than less complicated, changing at such pace that they 

required organisations to recognise their importance, seemed to point to the 

usefulness of conceiving of them as open systems. As open systems 

organisations were seen as composed of interdependent subsystems 

interacting with their outside super-system, seeking control of as many 

interrelated factors or influences as they might effectively manage. Among the 

major manifestations of Systems Theories were Social System Theory and 

Contingency Theory, some exemplars of the latter, including Management by 

Objectives and Z Theory, being not so much system theories as attempts to 

integrate classical scientific management and human relation schools.

Getzels, Lipham and Campbell’s (1968). Educational Administration as a 

Social Process adumbrated Social Systems Theory, using the concept of an 

open system to explain social behaviour in an administrative organisation 

where individual behaviour was affected along two interactive dimensions, 

institutional and individual. Institutions were composed of many roles, each 

carrying expectations, role and expectation making up the normative 

dimension in organisations that constrained individual behaviour toward 

achieving their objectives. When individual behaviours were matched with 

organisations’ expectations they were deemed ‘effective’. On the individual 

dimension, individuals possessed personality reflecting individual needs, 

forming the idiographic dimension in organisations where behaviour was 

oriented to satisfying individual objectives. When individual behaviour fulfilled 

personal needs it was, in turn, also deemed ‘efficient’. When organisation 

objectives or role expectations matched individual objectives or need

no



Chapter Three Theoretical Analysis of PPM 111

tendencies, personal satisfaction would be at its highest. If not, individuals 

faced role-personality conflict capable of affecting organisation effectiveness 

and efficiency. Getzels et al. (1968) believed that organisations were not 

closed and independent but existed in an open social system, affected by 

interactions with their external environments. The cultural environments in 

which people lived formed much of their ethos, reflecting certain social values. 

Culture and social values in the environment influenced roles and 

expectations within organisations, along with individual personalities and 

need tendencies. Understanding social behaviour in organisations required 

process analysis of interactions along individual, institution, and cultural 

dimensions.

Contingency Theory has been identified most strongly with the work of Fiedler 

(1967) who conceived organisations as formed by many subsystems, existing 

in a relationship of interdependence and openness, interacting with their 

environments, developing different kinds of ‘situations’ which required 

different leadership in order to be most effective. Leadership style, determined 

by the motivational system was of two types: task-oriented and 

relationship-oriented. Situations were determined by three factors, 

leader-member relationship, task structure and positional power, which 

combined into eight different modes ordered in terms of leader control, from 

high to low, the first three high-control, the last two low-control, the others 

moderate-control situations. Fiedler argued that organisational effectiveness 

was contingent on leaders’ style and control of situation. In those of high and 

low control, task-oriented leaders were more effective, whereas in situations 

of moderate control, relationship-oriented leaders were more effective. 

Although his measurement and definition of leadership style has been subject 

to much criticism, Fiedler’s contingency theory has been successfully used to
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predict leadership effectiveness of principals in school contexts (Hoy and 

Miskel, 2001) with its emphases on continuity rather than polarisation, 

opposition to the concept of absolute organisation and leadership style, 

insistence on flexibility, belief that different levels of organisation should adapt 

different methods of management and motivation, opposition to ‘one best way’ 

models of achieving objectives, with emphasis on equifinality and belief in the 

responsibility of managers becoming more complicated and technical and the 

utility of the application of ‘If...then’ models to explanation (R. S. Zhang, 

1986).

Management by Objectives (MBO) was devised by P. F. Drucker (1954) in 

The Practice of Management, contending that under traditional, bureaucratic 

models of management employees would passively follow rules and 

commands, unclear of their work objectives and direction, leading to lack of 

pride and responsibility, causing decrease in work motivation and 

management flexibility and activity. He argued that organisation performance 

could be promoted through specifying objectives of teamwork and individual 

control processes. Management methods should respect employees, allowing 

opportunity to set objectives and develop self-control. While jointly set, the 

achievement of organisation objectives was to be established above the 

attainment of individual objectives. Processes of interaction and 

communication between managers and employees were to be privileged in an 

ethos of reward rather than punishment and democratic rather than 

totalitarian leadership. In such a fashion, MBO was depicted as a systematic 

management process which encompassed setting objectives, implementation, 

self-review and feedback, performance appraisal, discussion and 

improvement, using objectives as the centrepiece of humanised organisation 

management (Carroll and Tosi, 1973; Xie, 2004). However, while MBO was
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predicated on the basis of a belief in the goodness of human nature, it may be 

in danger of being rendered formulaic and ineffective either if employees lack 

dynamism, spontaneity and ability to manage themselves or when managers 

lack trust in them.

Z Theory has been most strongly associated with the American-Japanese, 

W.G. Ouchi (1981) who, in Theory Z: How American business can meet the 

Japanese Challenge, sought to fuse Japanese and American enterprise 

culture during his service in UCLA. He also argued for participation in decision 

making as the means of increasing members’ recognition of organisation 

objectives, establishing interactive, equal, trusting relations between 

members, sharing beliefs and values on team work, laying emphasis on 

symbolic leadership rather than class control, employee self-management, 

loyalty and work ambition, establishment of intimate, interpersonal cultures 

through work groups and cooperative relationships. Undoubtedly attempting 

to integrate opposing schools of classical scientific management and human 

relation approaches, Ouchi juxtaposed issues of establishment and 

recognition of individual and organisation objectives with emphasis on ideas 

of equality, trust, team work, shared commitment, cooperation, interpersonal 

relation and self-management in pursuit of increased employee effort toward 

achieving organisational objectives, while also maintaining concern for the 

satisfaction of both materialistic and psychological rewards and interaction 

between organisations and the environment.

It is fair to represent each of these ‘systems’ approaches as attempts to 

engorge and transcend classical scientific management and human relations 

management theories. Through processes of setting objectives and 

participant management, MBO and Z theory have sought to integrate
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organisation and individual priorities, strengthening employees’ sense of 

responsibility and obligation through management with a human face and 

emphasising teamwork and cooperation. All these theories can be seen to be 

concerned with the individual, internal institutional and external cultural 

dimensions of organisations, emphasising integration of organisation and 

individual and establishment of consensus objectives through communication. 

The management method they portray lays emphasise on equality, 

cooperation and trust, participant management, flexibility and awareness of 

contingency. Employees are encouraged to establish work teams, share 

commitment and self-manage in pursuit of rewards and punishments 

balanced between the materialistic and psychological. It would be true, but 

possibly trivial, to say that, having opened Pandora’s Box of contingencies, 

such approaches find techniques for dealing with controlling and predicting 

them is harder than simply recognising their importance. For PPM systems, 

among the distinctive ‘messages’ of such approaches, is surely the constant 

need for effective adjustment and flexibility in face of external environment. 

They highlight the issue of whether and how far schools and individuals 

should be regarded as possessing uniqueness, such that performance 

objectives and standards should be adjusted accordingly. We do well to 

recognise that there is a deep rootedness to the belief that ‘all schools are 

different’ that ought to be treated with empirical delicacy, not ideological 

absolution.

3.4.2 Recent trends in administrative and management theory

With increasing global competition in fast changing external environments the 

search for understanding the means of engendering high quality 

organisational performance has dominated development of administrative
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management theory, most post-System approaches being aimed at promoting 

effective performance objectives, including Total Quality Management, 

Human Resource Management and New Public Management which are all of 

relevance to PPM.

3.4.2.1 Total quality management (TQM)

In the argot of TQM, ‘quality’ is the foundation that determines whether an 

organisation is capable of sustainable development, rendering it necessary for 

it to achieve effective processes of ’total’ quality management. Total Quality 

Management was initiated in 1985 by an American Navy psychologist, N. 

Warren, ex-Company-Wide Quality Control (CWQC) which had been carried 

out in Japanese business as a new model of quality improvement. 

Subsequently, many well known scholars, such as A. V. Feigenhaum, J. M. 

Juran, K. Ishikawa, P. B. Crosby, W. A. Shewart and W. E. Deming conducted 

studies of TQM, ensuring that it became an important new management 

concept, since 1990 even gaining purchase in education institutions (Lin et. 

al., 2003). Total Quality Management has to go through processes of Quality 

Control (QC), and Quality Assurance (QA). QC concerns processes after the 

event, its purpose to locate and eliminate defective products. QA is mainly 

concerned with prevention and process improvement before the event, aiming 

to achieve the objective of zero defects. TQM is predicated upon everyone 

being involved with processes of quality improvement and customer 

satisfaction; quality objectives move through emphasis on products, 

production processes and technological improvement toward caring for 

customers. The key stages of the evolution of the characteristics of such 

processes over the past eight decades, from mere quality control to TQM, are 

shown in Table 3.5 (Z. K. Huang, 1999).
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Table 3.5 The process and characteristics of TQM development

evolutiorT-''-^
Quality Model Methods Positive Negative

Quality
Control
1924-1939

Quality is the 
product;
No changes

Post-examination 
Statistic analysis

Statistic
control

Post
examination,
Defect
elimination
causing cost
increase
Lack
improvement to 
increase quality

Quality
Assurance
1940-1979

Quality is to meet 
standards

Pre-examination,
Process
improvement

Highlight the 
process

Standards are 
fixed so that 
quality can’t 
continue 
improvement

Total Quality 
Management 
1980- 
present

Quality is to meet 
customer’s need

Empowerment, 
Organisational 
learning, 
Analysis of 
customer needs

Include the 
advantages of 
the first two 
phase; 
Continual 
improvement 
Pay attention 
to customer’s 
needs

Might pay too 
much attention to 
external 
customers but 
neglects internal 
customers

Source: Huang, C. K. (1999). The feasibility of implementing TQM in the classroom
management of elementary schools (p. 15). Unpublished master dissertation. 
National PingTung University: PingTung.

It is evident that the core idea of TQM is satisfaction of customers’ 

expectations, ‘quality’ meaning reaching standards set by level of customer 

satisfaction and ‘total’ implying that all units and members should participate, 

all processes of operation controlled, and all aspects of production considered. 

‘Management’ connotes effective methods and processes for achieving high 

quality. The model is essentially systemic, where customer satisfaction is 

regarded as the best assurance of quality and the quality of manpower and 

human resource development in organisations, including management upon 

whose control, supervisory and feedback systems effective monitoring of the 

external environment qua customers’ needs takes place, is crucial. Teamwork 

is regarded as more efficient than working alone, with ‘reality management’
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using practical situations to collect and control reliable information and indulge 

in prospective planning before events, taking place to more actively control 

customer needs. (Greenwood and Gaunt, 1994; Lin et al., 2003; Sallis, 1993; 

W. Q. Xie, 2004)

While there are obvious difficulties about defining either children (or their 

parents) in receipt of compulsory, state education, in particular and ‘clients’ in 

receipt of professional services, in general, as ‘customers’, the attraction of 

attempting versions of TQM in schools has been evident in an ethos where 

state sponsorship of 'quality assurance’ has served as an ally of 

simultaneously encouraging local management and finance and continuing 

central control and surveillance. Who can be against consensus and quality? 

But by whom are practices aimed at achieving them designed and monitored 

and for what ultimate purposes?

3.4.2.2 Human resource management

Human Resource Management (HRM) aims at employing effective methods 

in planning, selection, supervision, appraisal and development of manpower 

in organisations in order to increase achievement of objectives. HRM has 

flourished since the 1980s as its predecessor, personnel management, was 

regarded as being inclined to passivity. HRM claims to value the importance of 

human resource to organisational strategic development, to be engendered 

by active management with respect of development of and cooperation with 

the labour force within organisations. In achieving such a shift, the status of 

HRM within organisations has tended to become more important and 

respected, sanctified by belief in the importance of knowledge in globally 

competitive contexts (Bratton and Gold, 1999; Middlewood and Lumby, 1998;
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Wu and Lin, 1997). Under classical scientific management, organisations 

treated employees as production instruments, personnel management mainly 

focusing on selection of manpower rather than training in contexts of relatively 

rigid division of labour, bureaucratic management and employment stability, to 

the neglect of strategic manpower planning and career development, with 

emphasis on materialistic rewards rather than psychological satisfaction. As 

human relations and behavioural science priorities gained dominance, 

personnel management focused more on promotion of work motivation, 

satisfaction of psychological needs and interpersonal communication but still 

neglected labour force planning and development, consciousness of whose 

importance rose with the fortunes of systems theories that prompted 

organisations to pay greater attention to outside environment influences, 

leading by the 1980s to human resources becoming regarded as 

organisations’ most strategic resource (W. L. Zhang, 1999).

Middlewood and Lumby (1998) characterised human resource management 

as highlighting the importance of process but not standardised procedures, 

active planning but not passive reaction and negotiation as the means of 

solving latent conflicts. Guest (1987) juxtaposed personnel management and 

HRM concepts (see Table 3.6), contending that HRM could provide 

organisations with more flexible management than traditional PM, offering 

more integrative, long-term, strategic, dynamic, autonomous and beneficial 

role interpretations, alter to an ego which stressed quality and performance. 

Just as any organisation needs high quality manpower to assist in achieving 

objectives, effective human resources development, usage and management 

become integral to its selection, maintenance, appraisal, and training. 

(Lunenbury and Ornstein, 2000; Smith, 2001; Webb and Norton, 1999). The 

purpose of human resource planning is to formulate a long-term strategic and
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short-tem operation planning in terms of internal or external environment 

needs of the organisation with recruitment aimed at acquiring plenty of high 

quality manpower (H. C. Zhang, 2000; Q. R. Lin, 1998). As organisations 

increasingly stress the importance of accountability, the concept of 

performance management becomes more important and traditional, 

personnel management, annual performance appraisal methods, oriented 

predominantly to employee reward and discipline are rendered inadequate. 

New concepts of performance management that consider it to be a strategic 

and integrated process of facilitating organisations' sustainable development 

(Amstrong, 2004) where systematic models of cyclic feedback are used to 

prioritise future, shared objectives and encompass personal professional 

development objectives, are privileged. While the ultimate purpose of HRM is 

to ensure that employees can effectively achieve organisation objectives, 

performance management’s purpose is to assist employees in achieving them. 

Given the centrality of principals as school human resources, such HRM 

aspirations are of some potential relevance.

Table 3.6 Characteristics of HRM and personnel management
^ ^ ^ r y p e
C om parisdfr~^_

HRM Personnel management

Time period Long term, self motivated, 
aggressive, strategic, integrated

Short term, reaction, unique, on the 
edge

Emotional
Obligation

commitment Obey

System Control Self control External Control
Relationship 
with employees

Mono, individual, high trust Poly, groups, low trust

Preferred
Structure

Organic, division of power, flexible 
role

Bureaucratic model, mechanic, 
authoritative, standard role

Role Integrated to a larger direct 
management system

professionals

Appraisal
standard

Biggest benefit Lowest cost

Source: Guest, D. E. (1987). Human resource management and industrial relations. Journal
of Management Studies, 245, p. 507.
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3.4.2.3 New public management theory

NPM has flourished since the end of 1970s, becoming a trend in the 1980s, 

deeply influencing bureaucratic administration revolutions in England, 

America, New Zealand, Australia and other western (ised) societies. In 

England and New Zealand, in particular, there has been almost continual 

revolution in local and national government administration, including that of 

schools (Box, Marshall, Reed and Reed, 2001; Eggers, 1997; Kickert, 1997; Z. 

Y. Zhan, 1999). Although different countries have developed different 

emphases on targets and methods they share many similar NPM 

characteristics, for example, attempted modification of bureaucratic models, 

reinforcement of empowerment and accountability, introduction of market 

mechanisms, privatisation of public services, clarification of performance 

objectives, implementation of performance management, adoption of quality 

improvement systems that focus on ‘the customer’, abolition of lifelong, 

ensured employment policies in favour of contract and performance related 

pay systems, cost cutting and progress with organisation reengineering 

(Armstrong, 1998; Pollitt, 1993). The rise of NPM has been directly connected 

to factors, such as putative economic failure and official belief in 

administrative ineffectiveness and dissatisfaction with public services. Faced 

with pressures of market competition, private sector organisations tend to 

direct management towards performance objectives and quality, having in 

general long been rid of traditional scientific management in favour of 

‘customer service’, flexibility, empowerment, accountability, efficiency and 

contracting out as management methods. Public sector organisations, their 

structures and statutes held to traditional, bureaucratic processes were, in the 

changing political climate of the 1970s and onward, certainly in Britain, 

deemed ineffective, lack of competition leaving them in the grip of producer
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interest or ‘capture’, lacking competition and ineffectively managed. 

Increasing trends to globalisation have led governments generally to prioritise 

policies aimed at raising competitiveness through adapting private sector 

management methods oriented, in the argot, to the 4Es: effectiveness, 

efficiency, excellence and equity in pursuit of improved service quality and 

achievement of performance objectives (Dale, 1997).

NPM is based on ideas of private sector management and marketing (Hood, 

1991; Pollitt and Bouckaert, 2000) mediated by public choice, principal-agent, 

and transaction cost theories (Z. L. Chen, 1999; J. X. Hong, 2003; Kaboolian, 

1998; Walsh, 1995). Public choice refers to the rational pursuit of maximised 

economic benefits based on group or non-market government decisions. All 

public service bureaucracies where payment for service is at the point of 

delivery have tended to operate on a calculus of non-market choice, 

employing administrative rules of allocation. Traditional Keynesian economic 

theory contends that government should be actively involved with markets, 

taking actions requisite to stimulating economic development. However, since 

public provision lacks competition in many areas of public provision, not 

surprising, given that much of its origin has been in areas of natural monopoly 

and state interest, for which there is, at the same time, increasing demand for 

and heightened expectation of service, across social classes, there is 

constant threat of budgetary expansion and middle/service class revolt. NPM, 

based on the notion of rational economic man, hypothesising that individuals 

have selfish motives and will seek maximised benefits, has considerable 

appeal, particularly to dominant groups best placed to ‘choose’. Marketisation, 

contracting out and other forms of ameliorating government expansion of 

production while enabling its supervisory role to be reformed as regulation 

have enjoyed increasing appeal, combined with that of principal-agent theory,
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as applied to the public sector, used to explain the difference of selfish 

objectives between stockholders (principals) and managers (agents), to 

resolve difficult allocatory tensions (Jensen and Meekling, 1976; Ross, 1973). 

Principals and the agents can be regarded as disconnected policy makers 

and executors in organisations. Because humans are rational, self-interested 

actors, principals wish to share risks with agents but, like them, agents are 

self-interested and may not put forth all possible effort, hide information or act 

irresponsibly. This state of affairs necessitates contracts that state clearly the 

rights and obligations for both parties, emphasising achievement of 

performance objectives and appropriate incentive structures. Such are not 

restricted to private enterprise but are increasingly features of public contexts; 

principal-agent relations can be said to exist between a general public 

(principal) and its government (agent), mayors (principals) and administrators 

(agents); governing bodies (principals) and school principals (agents), and so 

forth, between which a charter or contract constitutes and clarifies the basis of 

their rights and obligations.

The notion of transaction costs, first used by R. H. Coase in 1930 and later 

further developed by Williamson (1975, 1985), also underpins NPM. 

Traditionally, production cost, concerned with core, ‘making’ activities 

generally determined by technology and associated ‘know how’, was 

regarded as important, to the relative neglect of transaction costs within 

economic systems. The latter included information acquirement, pricing, 

negotiation, contract, execution, supervision, and so forth. Many transaction 

costs may be in relation to complex activities quite different to those of 

organisations’ ‘cores’, entailing quite different orders of expertise. Some may 

be usefully contracted out in public or private sector organisations, increasing 

competition, decreasing administration costs and increasing effectiveness.

122



Chapter Three Theoretical Analysis o f PPM 123

Ideologically driven government policy may even fetishise such practices, 

claiming inherent forms of superiority for the capabilities of contracting out 

and ‘enterprise’.

Under NPM accountability has become an important political goal, not least in 

public services like education. Timperley (1998) believed that educational 

accountability has not merely an educational purpose but a political function; 

one of the reasons is to provide rationale for elimination of unsuitable 

practitioners (Bollington, Hopkin and West, 1990; Fidler, 1991; Killen, 1991). 

Accountability has assumed key significance in the educational management 

philosophy of the American, British and New Zealand New Right (Apple, 1982; 

Codd, 1990; Pollitt, 1988). On its one side, neo-liberals have advocated free 

market competition to increase performance and quality while, on the other, 

new-conservatives claimed the need to return to high standards of discipline 

and traditional curricular and pedagogic forms (Leithwood, Jantzi and 

Steinbach, 2002). No matter what the origin of the impulse, authority over 

personnel management has been very largely decentralised to schools and 

personnel problems in their entirety have become part of school leaders’ 

range of accountable performance (Malen, Ogawa and Kranz, 1990; Marrett, 

1990; Wissler and Oritz, 1986). When school budget and other management 

powers are also decentralised to schools they shoulder almost entire 

responsibility for ensuring educational quality. In this sense, for example, 

Taiwan’s education administrative management system moved into a period 

of decentralisation in 1999 after enactment of the Local Government Law and 

Educational Foundational Act (Cheng, 2004a). Central government is slowly 

releasing some decision making powers to local education bureaux and 

schools, while remaining politically policy dominant. While parents remain the 

main principals, central and local government agencies, local education
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bureaus and schools all serve in different respect as both principals and 

agents and, as the latter, have responsibility for effecting education policies 

which encompass appropriate performance management systems.

3.4.3 Summary

PPM systems’ planning and practice is thoroughly suffused by administrative 

management notions in ways that draw complexly on a variety of attributes of 

many theoretical positions, from classical scientific management and 

bureaucratic models, to emphasis on social and psychological satisfaction of 

human relations and behavioural science phases and the putative ‘integration’ 

of systems theories seeking to combine organisation objectives and individual 

needs in open systems of interactions with external environments. Twenty first 

century focus on globalisation and knowledge economies privilege 

management theories emphasising concepts of contingency and flexibility, so 

that ‘movements’, such as TQM, HRM, and NPM have all had considerable 

influence on public services in times of post-Welfare State fiscal crisis. 

Emphasis on achieving quality and performance objectives have tended to 

become the ultimate purposes of decentralised management as NPM and 

New Right management ideologies, adopted across the political spectrum in 

most westernised democracies, become their ruling ideas. School principals 

in this era of performance, quality, and accountability stand in need of support 

and assistance as leaders and managers in the acquisition of appropriate 

professional capability for achieving expected performance objectives in 

changing external, including policy, environments. A measure of a worthwhile 

PPM system could be taken to be its ability to do so while also imparting 

insight or enlightenment to those involved in it as to the complex social 

science and ideological rationales for current policy and practice. Indeed, it is
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now to recent and current policy and practice which we now turn, in the next 

chapter outlining and discussing relevant events in the United Kingdom, New 

Zealand and Taiwan.
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Chapter Four

PPM Policy in the UK, New Zealand and Taiwan

4.1 Introduction

One of the most cherished beliefs concerning schooling, particularly among 

latter-day policy makers, is that head teachers or principals are key figures in 

promoting teacher performance and school effectiveness (see Section 1.1.1) 

notwithstanding that the position, in a conventional sense, may not exist in 

some school systems, such as Switzerland or Greece and is constructed in 

many ways in those where it does (Kavouri, 1996). Moreover, such belief 

tends to exist much more conditionally among teachers, parents and students, 

the direct consumers of their ministrations in different cultural contexts than 

they appear to do among principals and politicians (Dimmock and Walker, 

2005; Middlewood and Cardno, 2001). However, in recent decades, 

strengthening principal personnel as a means of improving school quality has 

become a core, sometimes even relatively unthinking, putative strategy of 

improving international competitiveness for many governments and a variety 

of PPM systems have been embraced in their pursuit (Middlewood, 2002). 

Britain and New Zealand have adopted relatively complete national policies 

while in the USA diverse systems coexist among states and school districts. 

Taiwan adopted the concept of performance appraisal for principals in 1999. 

The focus of this chapter is mainly on the well-established national systems of 

the UK (England and Wales) and New Zealand as a relevant point of 

comparison for the planning and implementation problems encountered in 

Taiwan
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4.2 PPM Policy in the UK

The Education Act, 1986, delivered by one of a series of Conservative 

governments, introduced head teacher appraisal in 1991 which mainly 

stressed developmental purposes (DfES, 1991; Gunter, 2001). The first of a 

series of New Labour governments, beginning in 1997, continued emphasis, 

as with much else within Conservative educational policies, on leadership and 

management of principals as integral to improvement of education quality 

(DfEE, 1997, 1998a). A new PPM policy was launched in September 2000 

combining developmental and accountability purposes, though the latter had 

not been emphasised in the 1991 arrangements (Gunter, 2001; Spear, 1997; 

TTA and Ofsted, 1996). The changed purposes of the new PPM policy have 

led to diverse operational processes and related supplementary schemes 

involving both governing body (GB) and external adviser (EA), impinging upon 

pay structure and policy and professional development systems.

4.2.1 Development background of PPM policy processes

Since 1997 British governments have claimed to make education reform a 

policy priority and it is certainly the case that central intervention to 

determining all aspects of school affairs, including curriculum, pedagogy, 

assessment (Tomlinson, 2005) and governance has reached unprecedented 

levels, given the belief that education policy change can ‘make a difference’ 

and have calculable electoral consequences. Regarding head teachers’ 

professional leadership and performance as core to improving school 

education quality and raising pupil achievement, Estelle Morris, Minister of 

the Department for Education and Skills (DfES) said:
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’Strong school leadership  is essential to the success of all our schools. Good  

head teachers  hold the key to unlocking the potential of pupils, all school staff 

and the school com m unity. It is vital that those aspiring to headship receive  

high quality, professional training, developm ent and support to prepare  them  

for their leadership  ro le .’ (D fE S , 2002: 1)

The Green Paper Teachers: meeting the challenge of change (DfEE, 1998a) 

had put forward a series of programmes to establish a qualification system, 

the National Professional Qualification for Headship (NPQH), which started in 

1997 and became mandatory in 2003, requiring all those newly appointed to 

achieve professional certificates or NPQH training by 2009 and existing head 

teachers in England by 2013 (DfES, 2004a). Professional training was 

intensified, including a Headteacher Induction Programme (HIP) for new 

principals and a Leadership Programme for Serving Headteachers (LPSH) in 

post for more than three years. A National College for School Leadership 

(NCSL, 2003) was established, regarded as constituting the most important 

reform stage and milestone on the development of head teacher leadership 

and management policy in more than 40 years (Bolam, 2004; Bush, 2004), 

whose influence was expected expand to the rest of the world (Crow, 2004; 

Earley and Evans, 2004; Southworth, 2004; Walker and Dimmock, 2004). 

Concomitantly, National Standards for Headteachers (NSH) of primary and 

secondary schools (DfEE, 1998b) aimed to clarify the requirements of their 

professional leadership and management capabilities and to serve as a 

reference in their preparation, in-service training, professional development 

and performance management, were promulgated and modified in 2004 in the 

light of ongoing reform and the changes in role of head teacher roles (DfES, 

2004b). Their operation has become integral to implementation of new PPM 

policy since 2000.
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PPM policy in Britain has, then, developed gradually since the inception of 

head teacher appraisal in 1991 and may be tracked across movements 

toward accountability, school self-evaluation, school improvement and 

intensifying school management and training of head teachers (Hewton and 

West, 1992), all invariably tagged with the purpose of raising pupils’ 

achievement since the 1980s. The principles and contents of three reports lay 

behind the concrete policy planning that has ensued. The first was the 

Advisory Conciliation and Arbitration Service Report (ACAS, 1986) aimed at 

assuaging conflicts between government, teachers and their professional 

associations, to be set against their effective expulsion by Thatcher’s first 

government from collective bargaining and all forms of formal consultation; 

the second, the National Steering Group (NSG) Report (Department of 

Education Science, DES, 1989), preceded by two years of pilot study. These 

directly influenced the policy planning of principal appraisal in 1991 while the 

third, a Teacher Training Agency (TTA, now renamed the Training and 

Development Agency for Schools, TDA) and Office for Standards in Education 

(Ofsted) Report (TTA and Ofsted, 1996), following their review of teacher and 

principal appraisal policy after 1991, influenced the direction of new principal 

performance management policy in 2000 (Gunter, 2001; 2002). In retrospect 

we can see policy as having developed in five stages.

The first, before 1986, may be termed the policy advocacy and negotiation 

stage, one of preparation and pilot study. Bolam (1990: 4) pointed out that the 

idea of appraisal as an innovation was debated in the professional and 

political arenas before 1986 when two events greatly influenced future 

direction: the Education Act, 1986 which empowered the minister of education 

to ask local education authorities (LEAs) to appraise teachers and 

headteachers; and the agreement reached between the six teacher unions
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and the LEA employers, under the auspices of ACAS in the summer of 1986, 

to conduct a national pilot scheme on teacher and heads appraisal aiming at 

improving their professional capabilities and performance. Pilot studies 

followed 1987-1989 in six LEAs, conducted by the NSG, in accordance with 

the ACAS report, to design a set of suitable appraisal procedures and 

programs as reference points for further policy planning of head and teacher 

appraisal systems for LEAs. The NSG report (DES, 1989) became the main 

reference for LEA schemes. Policy formulation and implementation stages 

followed in the period 1990-1995, the British government having decided to 

formally implement national head and teacher appraisal policy based on the 

1986 Education Act and the NSG report, publishing in The Education (School 

Teacher Appraisal) Regulations 1991 (DES, 1991a) and School Teacher 

Appraisal Circular (No. 12/91) (DES, 1991b). Heads were divided into two 

halves to receive LEA appraisal of two-year cycle from September 1992. All 

headteachers should have undertaken their first appraisal by August 1995 

(Hart, 1997; Hellawell, 1997). This policy was reviewed and modified in 

1996-1999, chiefly in response to the TTA and Ofsted (1996) report and 

academic investigation (Barber, Evans and Johnson, 1995). The former 

argued that appraisal processes were not strict enough, over-emphasising 

personal development which was helpless to promote better pupil 

achievement, requiring a change of model, duly incorporated in the incoming 

Labour government’s Green Paper (DfEE, 1998a), leading to a new 

performance management system for heads, inaugurated in September 2000 

which included a performance related pay system. The fifth and final stage of 

implementing PPM policy accorded annual responsibility for it to school 

governing bodies. The amended regulations were published in September 

2001 for England (DfES, 2001a) and 2002 for Wales (National Assembly for 

Wales, 2002). The latest regulation (England) was revised in October 2006
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(DfES, 2006d) and the first performance management plan will be completed 

by end of 2007 for headteachers in England. The role of external advisers 

managed by Cambridge Education Association (CEA, now is renamed as 

Cambridge Education, CE) will be replaced by School Improvement Partners 

(SIP) commissioned and managed by LEAs, having been recruited, trained 

and accredited by the National College for School Leadership (NCSL). 

According to the regulations, all schools in England would be allocated a SIP 

by the end of April 2008 (2006c). This new relationship of SIPs with schools is 

further detailed in the next section. The revised regulation still refers to 

external advisers playing the same key roles on supporting governors in the 

conduct of PPM. The SIP allocated to a school by its LEA will provide advice 

to governors about identifying priorities, improvement planning and target 

settings.

4.2.2 Policy contents and practice

PPM was defined as a system of annual performance review based on shared 

commitment that involved professional dialogue about aims and 

achievements between head teachers and governors in order to support 

continuous improvement of the leadership and performance of the former and 

recognise their putative influence on raising pupil standards (DfEE, 2000a; 

DfES, 2001b; Welsh Assembly Government, 2002). This constituted a shift in 

policy from individual appraisal based on data collection and judgment, to 

planned performance objective setting, professional dialogue and review 

processes anticipating sustained improvement. The promotion of school 

quality was regarded as the common mission of heads and their governing 

bodies, a strategic lever in helping governing bodies to achieve objectives of 

improving pupils’ performance effectively (DfES, 2003b), part of the attempted
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creation of school cultures with high expectations. (DfEE, 2000a; DfES, 2001b, 

2003a).

Given its endowment with such importance, official intention for national PPM 

policy in Britain pointed to need for proper planning and design before 

implementation by governing bodies, appointed governors (AG) and external 

advisers and the setting of objectives. Explicit regulation by central 

government (DfEE, 2000b; DfES, 2001a) for schools to follow was 

accompanied by policy guidance (DfEE, 2000a; DfES, 2001b) and reference 

workbooks (DfES, 2003a; 2003b) for heads, governing bodies and others. 

During the planning process, government also paid much attention to 

consultation of different parties. Accessory programmes needed by its 

implementation (such as a performance related pay system, external advisers, 

etc) were planned and prepared, along with clear regulation of purposes, 

objects, persons in charge, responsibility and roles, operational processes 

and methods for handling performance outcomes and due process. It was 

hoped that schools would be able to follow the requirements of PPM policy 

swiftly and with unambiguous ease. It’s main objectives were to 

simultaneously address both accountability and development (DfEE, 2000a; 

DfES, 2003b) while helping governing bodies to: shape their visions and 

directions for their schools; ensure that they effectively fulfil their statutory 

duties; direct resources appropriately towards them; understand the strengths 

and weaknesses of their schools as the basis for sustainable improvement; 

and help principals to recognise their professional development requirements, 

promote sustainable development, support and challenge school senior 

management teams, while focusing on implementation of school development 

plans. Such processes were expected to provide a fair and transparent 

basis for performance appraisal and award and now occur annually on a 

structured basis, TTA and Ofsted (1996) arguing that a two year cycle was too
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long and management activity for improving schools’ conditions not clear 

enough. Hellawell and Hancock (1997) found that safety first was the most 

common strategy adopted by heads under the 1991 arrangements for their 

first cycle, choosing objectives at which they were good as ‘soft appraisal’ 

targets (Cullen, 1997). Under the 1991 head teacher appraisal policy two 

persons were in charge of the process, one from the LEA, the other an 

experienced head, both appointed by the LEA chief. From 2000 school 

governors became responsible, supported by a trained external adviser, for 

appraisal. Governing bodies chose two or three of themselves who were not 

school teachers or staff as appointed governors who selected and booked 

one qualified, external adviser from manpower pools established by 

Cambridge Education Association and maintained by the Secretary of State to 

assist them with their heads’ performance reviews. External advisers could 

not serve in a particular school for more than three annual cycles (DfES, 

2003b). One or more governors who had not participated in appraisal might 

be appointed as review officer(s) instead of the chairman of the governing 

body when dealing with complaint or disputation

The model of school management adopted in Britain can be described as 

parental domination with balanced control (Leithwood and Menzies, 1998), at 

least 1/3 of governors elected or appointed being parents, at least two but no 

more than one in three staff, including the head teacher, with LEA and 

community governors appointed by the governing body itself contributing at 

least one in five, respectively. Heads as staff governors may decide not to 

serve (DfES, 2006a).

Appointed governors were, then, made accountable for the appraisal of 

principal performance upon which salary level decisions depended, with the 

support of an external adviser and usually after training. Although there are no
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mandated qualifications for them it is suggested that they should have good 

knowledge of the school, listening and questioning skills, ability to work in a 

team, collecting data and conducting its analysis, empathy and trustfulness, 

previous experience of appraisal reviews and justice, understanding of 

management process, the work of heads and PPM policy, have good 

interpersonal communications skills and enough time to execute the tasks 

(Welsh Assembly Government, 2002; DfES, 2003b). Having selected an 

external adviser they must agree targets and objectives with their heads, 

having reviewed and confirmed their overall performance and set objectives 

and professional development requirements for the coming year. They were 

to report to the chair of governors and the head, making recommendations on 

pay level for the coming year.

An external adviser was defined as:

‘an accredited expert who must advise and support the governing body 
on reviewing the head's performance. Every school is entitled to an 
adviser for the equivalent of a day during the review cycle.’ (DfES, 2003b: 
11)

The British government contracted out recruitment, deployment and 

management of external advisers to the CEA, while their training and 

accreditation is undertaken by the Council for British Teachers (CBT) in 2000 

(CEA, 2005; Crawford and Earley, 2004). Their qualifications and desirable 

qualities may be inferred from their intended roles (DfES, 2003a; 2003b; 

Welsh Assembly Government, 2002) as entailing good communication, 

interpersonal, data collection, analysis and judgmental skills, a background in 

leadership, management and HRM, familiarity with schools, PPM policy and 

pay system operation and credible personality trait. Having been selected 

from the website provided by CEA, external advisers were expected to 

discuss their visit and review and were required to provide eight hours service

134



Chapter Four PPM Policy in the UK, New Zealand and Taiwan 135

time for each school for an inclusive fee of £350 pounds, with more for extra 

service (CEA, 2005). When the role of external advisers, albeit gradually, is 

replaced by SIPs in accordance with revised regulations (DfES, 2006d) and 

SIPs’ commissioning, deployment and management becomes delegated to 

the LEA, it is hoped that more substantial advice to governing body would be 

more reliably available. In England SIPs are at present mainly operating in 

secondary schools and a few primary schools. When sufficient of them are 

certificated and trained, their role as external advisers will be completely 

supersede present arrangements in 2008 (DfES, 2006c). Responsibilities for 

delivering SIPs are shown in Figure 4.1 (DfES, 2006b).

Standardised, structural and fixed forms of principal performance objectives 

and criteria were not supported in Britain’s PPM system. In its present version, 

only two key performance areas (KPA) are required (DfES, 2001a) concerning 

pupil progress and teaching and leadership’s relation to improving standards 

of achievement. ‘Other objectives’ and their monitoring and criteria for 

achievement are set discursively, as are heads’ needs to receive continuous 

professional development. Methods of reviewing each criterion and standard 

are mainly based on the National Standards for Headship (NSH), good 

practice indicating that a range of between 3 to 6 objectives is most 

appropriate each year (DfES, 2003a), agreed before the start of each 

performance management cycle (December each year) by the appointed 

governor, external adviser and head through discussion (DfES, 2001a), 

consensus objectives being regarded as producing the largest commitment 

(Welsh Assembly Government, 2002), though heads may register dissent. 

SMART (Specific, Measurable, Achievable, Relevant, and Time related) 

principles are used on such objective setting (DfES, 2003a; Welsh Assembly 

Government, 2002).
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DfES
Responsible for:
• Monitoring the delivery of the National Strategies contract
• Negotiating local authority involvement with the SIP programme
• SIP policy and funding, including the determination of national accreditation criteria
• Providing data on school performance and context

National Strategies
Responsible for:
• Strategic decisions within the DfES's policy guidelines
• Contracting for the accreditation of SIPs
• The delivery of the SIP programme
• Liaison with local authorities, including quality 

assurance of SIP management systems
• Maintaining a database of SIPs
• Maintaining a management information system to 

support the programme
• Aspects of professional development in liaison with

local authorities
• Removal of accreditation, with the involvement of DfES, 

local authorities and NCSL

NCSL

Responsible for:
• Delivering a contract on behalf of the National 

Strategies
• Recruiting potential SIPs
• Planning and delivering the assessment and 

accreditation programme for SIPs

Schools: headteachers and governing 
bodies

Responsible for:
• Working with the SIP to raise standards of attainment

and achievement
• Sharing data and information with the SIP
• Using the SIP's advice and guidance to make the 

performance management of the head teacher and 
other school staff appropriately rigorous

• Providing feedback to the local authority on the 
effectiveness of the SIP

Local Authority
Responsible for:
• Commissioning, deploying and contracting 

with individual SIPs within the DfES's 
policy guidelines

• Providing information for the SIP
• Performance Management of SIPs
• Aspects of induction and professional

development in liaison with National 
Strategies Regional SIP Co-ordinators

• Ensuring that SIPs have access to support 
from wider children's services

School Improvement Partner

Responsible, in each school where s/he 
is the SIP, for:

• Providing professional challenge and 
support, including the setting of suitably 
ambitious targets

• Ensuring that data is used to evaluate and 
benchmark progress and highlight areas 
of underperformance for discussion

• Regular reporting to the local authority, 
head teacher and chair of governors as 
agreed with the local authority

• Reporting to the National Strategies and 
DfES as required

• Agreeing with the head teacher and 
governors a package of support as 
required

• Commenting on specialist schools 
specialism/s

• Advising the governing body on the head
teacher's performance management 
objectives and the school's performance 
management systems

Key Contractual Arrangements Operational Activity 
__________

^ ..... ......

Figure 4.1 Responsibilities for delivering the School Improvement 
Partner Programme

Source: DfES (2006b). A New relationship with schools: The School Improvement 
Partner's brief (2 ed.) (p. 15). DfES Publications.
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PPM in the UK goes through three stages of planning, monitoring, and review, 

summarised in Figure 4.2 (DfEE, 1999). Planning concerns ’issues identified 

as priorities of improvement’ and ‘professional development needs’ identified 

after the previous year’s review meeting. Guided by SMART, they should 

focus on current school development/improvement plans, key factors of 

influencing pupils’ achievement, special aspects of leadership and 

management and specific areas of personal professional development (DfES, 

2003b). Monitoring is the responsibility of the appointed governor who can 

adopt all kinds of ways of data collection, including existing school files or 

pre-designed observation and discussions with the head, while being able to 

ask the external adviser to provide professional support. Monitoring is 

continuous, formally punctuated at mid-term and end year when it culminates 

in final review of overall performance, confirming achievements, priorities for 

future improvement and professional development requirements, providing 

the reference point for objective setting in the coming year. The process 

produces a brief performance review statement including objectives for the 

forthcoming year, a time schedule of review and professional development 

requirements and their arrangement, within 10 days to which heads can add 

written comments, the final statement going to both the Chair of governors 

and head. It may be used in recommendations on pay progression. The 

recommendations for development requirements and activities which emerge 

are sent to whoever in the school is responsible for planning the training and 

development of teachers, possibly recommending a range of head teacher 

activity from participating in various leadership training programmes, such as 

HIP, LPSH, and NCSL, to taking specific courses helpful to or establishing 

networking unions with other schools. As to heads’ pay progression, the 

British government has adopted a PRP model, allowing governing bodies 

make decisions for heads based on the result of performance review. Any
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complaints and appeals are referred to review officers, normally chairs of but 

never teacher governors, so long as they have not been appraisers. Finally, 

governing bodies may consider making revisions to future cycles (DfEE, 

2001a; DfES, 2003a, 2003b).

Statem ent 3. Review 1. Planning
Setting

consensus
objectives

Reviewing
performance
achievement

Chair o f GB 
Headteacher 

LEA

(Optional) (Optional)
External
adviser
input

MonitoringM onitoring

C P D Im plem enting

2. Monitor

Figure 4.2 Head teacher performance management cycle

Source: DfEE (1999). Performance threshold for teachers and performance review and 
pay review of head teachers (p.11). London: DfEE.

4.2.3 Effects and comments

The new PPM policy is now in its sixth round year in Britain. Its linkage of 

performance management and performance related pay system has been 

described as one of its disadvantages (Chamberlin, Wragg, Haynes, and
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Wragg, 2002; Cutler and Waine, 1999), while performance management has 

been said to lay too great an emphasis on ’performativity’ as part of a process 

of commodification of education (Boxley, 2003). However, headteachers, 

having gone through the experience of developmentally orientated appraisal 

since 1991, seem not to have explicitly resisted the new system, they and 

external advisers evincing positive evaluations of the policy (Crawford and 

Earley, 2004; Jenning and Lomas, 2003). Problems have, however, arisen on 

the part of inexperienced governors responsible for its implementation (Kerry, 

2005). The White Paper Higher standards, better school for all (DfES, 2005) 

published by Labour after winning its third consecutive election in 2005 paid 

much attention to planning the establishment of a group of excellent principals, 

the National Leaders of Education to participate in planning for national 

education leadership and policy. New arrangements for PPM policy in 

England have also been published in revised regulations (DfES, 2006d) and 

PPM guidance in October 2006 (2006c), intended to provide more positive 

support for heads and schools in raising the quality of schools.

While empirical research on the implementation effects of performance 

management policy in Britain has mostly focused on teachers rather than 

heads, there are four relevant studies. HMI visited 82 primary, secondary and 

special schools in 2001-2002 to survey their adoption of the PPM scheme 

(Ofsted, 2002). Two thirds of the schools were said to be in a good or very 

good position to implement PPM policy effectively, Heads and governors 

welcoming its introduction and most positive about the contribution that it 

could make to school improvement. Two thirds of schools had drafted PPM 

policies that were fully compliant with the government’s requirements and 

some links had been made in many of the school between heads’ and 

teachers’ objectives and the school development plan, but the linkage was
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generally underdeveloped. The setting of heads’ objectives was generally 

sound and the process of their appraisal had been intensified by external 

advisers. Most of the objectives set were generally achievable but many not 

sufficiently supported by clear criteria to indicate precisely what should be 

achieved. Pupil performance data were used to analyse strengths and 

weakness and to identify areas for improvement. In many of the schools, 

governors’ arrangement for monitoring heads’ progress were insufficiently 

structured. Generally hey did not use sufficient evidence to judge the extent to 

which success had been achieved.

Jenning and Lomas (2003) conducted a case study of secondary school 

heads in East Kent, in which 43 secondary heads were surveyed by 

questionnaire and 20% of them were interviewed. Most also evinced positive 

response to the new PPM policy, seeing it as creating closer linkage between 

school and management systems, helping to integrate heads’ job description, 

school improvement/development plans and pupil performance objectives, 

confirming professional accountability and facilitating observable raising of 

standards in classroom. It also clarified the governing body as the line 

manager of the school in setting heads’ objectives, with a help of external 

advisers, through the annual cycle of appraisal events. At the same time, 

some heads expressed deep hatred of linking pay to performance, which did 

not motivate them while others felt that they would like to enjoy the benefits. 

Some of them also had doubts about the personality and professional ability 

of appointed governors responsible for appraisal.

Crawford and Earley (2004) interviewed 18 external advisers about their roles 

in PPM procedures, finding that most valued it in a positive, developmental 

light, as a process by which governors and heads had been brought closer
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together in more relaxed and confident relationships. However, when their 

relationships were too cosy PPM tended to become ineffective, falling short of 

setting challenging objectives and rigour at review meetings. The value of 

external advisers was recognised by many governors but was dependent on 

their quality. When more and more practising and retired heads became 

involved in the process, peer appraisal might become rather less challenging 

with respect of heads’ performance. As to the length of time that advisers 

should serve in the same schools, the majority of advisers, as well as heads 

and governors appeared to wish to carry on for longer than was currently 

permitted, again running the risk of warmth of relationship inhibiting rigour. 

Kerry’s (2005) three-year case study in one primary school, examining the 

role of governors in PPM saw it as a failure of government that responsibility 

for it might be delegated to ones with neither sufficient experience nor 

knowledge, who LEAs had failed to train.

Overviewing changing PPM policy implemented in Britain for over fifteen 

years, its main features and implications can be seen to have concerned 

concepts and policy planning, operation processes, outcome handling and 

ancillary programmes. In comparison with many other policy innovations of 

the past three decades, it appears to have gone through a series of processes 

driven by central government, including policy preparation, negotiation, 

legalisation, pilot study, formulation, implementation and policy review that 

have achieved relative consensus and smoothness of operation. First based 

on a developmental orientation, the addition of accountability was relatively 

painless, much depending on the dynamic of relationships between heads 

and their governing bodies, particularly their Chairs. The cyclic character of 

the system oriented to performance objectives now pays equal attention to 

implementing processes and recording outcomes helpful in promoting
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sustainable personnel improvement and achieving performance objectives. 

The external advice highlights a relationship of cooperation, dialogue and 

shared commitment between governors, external advisers and heads that 

reflects Stufflebeam’s (2003) notion that ‘(T)he main purpose of evaluation is 

not to prove, but to improve’ and Guba and Lincoln’s (1989) idea of ‘fourth 

generation evaluation’ that saw appraisal as a process of coordination and 

communication, capable of positive effectiveness. Objective setting that 

considers both performance objectives and professional development, 

emphasising common consensus, SMART principles and flexibility, achieved 

by appointed governors, external advisers and heads, reflecting schools’ 

backgrounds, job descriptions, professional standards and government 

requirement of only two KPAs, appears reasonable and acceptable. While the 

shortcomings of governing bodies are sometimes criticised, the presence and 

support of trained external advisers assuages susceptibilities and renders 

processes acceptable to heads.

In achieving desired policy purposes, ancillary schemes for facilitating head 

teacher performance have been established, including a variety of training 

programmes and institutions and recruited, trained and managed external 

advisers/SIPs. Combined with care as to due process and appraisal ethics, 

beginning with providing principals with full understanding through clear policy 

guidance, full participation in management processes, clear access to appeal 

and review mechanisms and assured, confidential personal data processing, 

regulating identities and authority to access appraisal reports, the relative 

gradualism and emphasis on shared commitment associated with the 

introduction of British appraisal marks it as a relative success among recent 

educational policies, whether regarded as part of the rational progress of 

reform or increasing, state-led introduction of a culture of performativity and
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control in education. Leaving considerations of the latter type aside, there are 

problems of improving the credibility of non-professional governing bodies 

(Jenning and Lomas, 2003; Kerry’s, 2005; Holman, 1997), time for external 

advisers to provide appropriate feedback on process during the monitoring 

stage (Tranter and Percival, 2006) and the fairness of performance related 

pay policy when it is short of objective criteria and standards, such that pay 

progression decision dependant on performance might not be reasonable 

(Jenning and Lomas, 2003; Storey, 2000). It might also be that government 

should arrange more appropriate times for support or feedback during the 

counselling stage, whether from external advisers or SIPs to ensure that 

headteachers obtain maximum value from information for improvement.

4.3 PPM Policy in New Zealand

Until 1989 a centralised education administration system characterised New 

Zealand. Thereafter, its Ministry of Education (MOE) began to be reorganised 

and retrench power relationships between central, local government and 

schools. The model of educational decentralisation reform adopted was a 

community control model (Leithwood and Menzies, 1998), which devolved 

responsibility for governing schools to parent-elected school boards of 

trustees (the board), schools being managed pursuant to the Charter signed 

between them and central government (J. X. Huang, 2001; Ministry of 

Education, 2004d). Such reform was officially justified in terms of national 

budgetary requirements and massive public dissatisfaction about educational 

quality and the performance of educators (Capper and Munro, 1990). Among 

other reform issues a PPM system for school principals and teachers was 

proposed, aimed at intensifying educator and school performance and
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removing those incompetent (Fitzgerald, Youngs and Grootenboer, 2003).

4.3.1 Development background of PPM policy processes

The background to PPM policy development in New Zealand is related to its 

shift from a centralised education administration system to self-managing 

schools. This, in turn, may be related to relevant aspects of its political, social 

and economic background (Novlan, 1998), as well as the reform intention’s 

theoretical basis (J. X. Huang, 2001). New Zealand’s political system was of a 

democratic, Cabinet type, the Prime Minister acting as the leader of the 

majority party in the Cabinet. As a result, as in similar systems, such as that of 

the UK, all kinds of public policies put forward by the government were rarely 

denied by the legislature allowing New Zealand, as a hitherto centralist 

system, to launch all-round education reform quickly in the 1980s. Moreover, 

some traditional political concepts held among New Zealanders included 

strongly rooted ideas of local political control and notions of sovereign group 

priority, self-decision and self-reliance, disdaining centralised management (J. 

X. Huang, 2001; Macpherson, 1993) in ways likely to help facilitate the 

establishment of a school-based management system. At the same time, New 

Zealanders tended to have strong beliefs in social equity, seeing education as 

an important way of promoting social justice and economic stability. The 

government, long concerned about investment in education (Novlan, 1998), 

had intensified centralised management in the name of school supervision 

and curriculum management from 1914.

As a remote island country in the south of the Pacific Ocean New Zealand 

was easily influenced by outside economic factors. In the Great Depression in 

the 1930s, influenced by Keynes’ economic and social theory, its government
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began to strengthen economic control and welfare expenditure, such that it 

had become a welfare state by the 1940s, whose government strongly 

intervened in economic development and social policy (Olssen, Codd and 

O’Neill, 2004). In the 1970s it underwent the two oil crisis of 1973 and 1979, 

followed by the impact of globalising economic competition in the 1980s. 

While government struggled to cope effectively with its deteriorating economic 

context, other solutions to crisis had to be found (Novlan, 1998). Thus, after 

winning the election in 1984, the Labour Party recognised the urgency of 

actively improving national economic conditions, by which the Treasury 

became the most powerful bureaucratic influence in state policy-making, 

pursuing an agenda based upon human capital theory, public choice theory 

and transaction cost economics (Olssen, Codd and O’Neill, 2004: 175). 

Against this background renewed economic depression, albeit a good deal 

less severe than that of the thirties, induced dissatisfaction with its 

performance and expectation of education reform grew in the 1980s (Perris, 

1998) among what has been described as a mild, law-abiding and highly 

educated people, more willing to accept reforms when government faced 

crisis (Z. L. Chen, 1999). Indeed, when school-based management was 

launched following government re-engineering it was well supported, only 

about 5% of all school districts needing help.

The two main reasons acknowledged by the New Zealand government for the 

economic crisis facing it in the 1980s were inability to compete in global 

markets and the very high cost of government and its many social 

programmes and benefits (Novlan, 1998). When Keynesian economic policy 

failed to cope with crisis as adequately as formerly, the rising political ideology 

of the New Right in the 1980s combined especially with new liberal ideas 

(Gordon and Whitty, 1997), as well as new conservative forces, to influence
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economic and education reform of (Novlan, 1998). Leithwood, Janzi and 

Steinbach (2002) pointed out that the New Right has given notions of 

government, individual, equality and democracy a new interpretation. For 

example, civil society is viewed as a self-generating mechanism that is 

against big, strong government, while the power of free markets is argued to 

be inherently better than inefficient government; only individual choice can 

lead to the best results for society where democracy is only a tool for the 

masses to express their needs for, without leadership, popular requirements 

would lose their rationality. Thus influenced, the New Zealand government 

advocated downsizing government and social welfare expenditures, 

intensifying competition and privatisation, reducing the intervention of 

government in economic markets. In the period 1985 to 1987 public finance 

crisis management, determination to ‘liberalise’ education and commitment to 

new public management practices were all reflected in reform of the 

education administration system (Z. L. Chen, 1999; J. X. Huang, 2001; 

Kaboolian, 1998; Olssen, Codd and O’Neill, 2004; Perris, 1998). For example, 

the dominant ideology of intensifying financial management and improving 

efficiency of resource utilisation required the Ministry of Education (MOE) to 

review education management systems, adopting the concepts of 

decentralisation, competition, choice and contracting out to improve 

government efficiency and cut down costs. Principal-agents were separated 

by policy-makers from executors, their respective rights and obligations 

clarified through the Charter and performance management frameworks to 

intensify the accountability of school managers and others.

The earliest public school education system of New Zealand with 

decentralised schools managed by local government had been established by 

the Education Act, 1877. Some decades later centralised management which
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intervened in and supervised the school curriculum grew, such that, by 1984, 

the MOE had 1700 employees responsible for all school budgets and 

management, setting the national curriculum and supervising the training and 

certification of teachers (Mahoney, 2004). Up to 1989 central government and 

four Department of Education Regional Offices were responsible for 

supervision and management of public schools in terms of policies and 

statutes made by central government. Even the salaries of teachers were 

distributed directly by the MOE.

In 1986, in response to putative, popular dissatisfaction with current system 

performance, the New Zealand Parliament directed the Science and 

Education Select Committee to conduct research into three main education 

problems outlined in the Scott Report. Put briefly, these were, firstly, that 

educational suppliers easily distorted information about performance in 

education, secondly, the division of education administration was too detailed 

and the duties and responsibilities of organizational parts obscure and thirdly, 

conformism existed in the attitudes and behaviours of administrators. (J. X. 

Huang, 2001). In 1987, Prime Minister Lange appointed Brian Picot to 

organise the Task force to Review Education Administration hoping it would 

put forward reform suggestions from different angles for assuaging such 

‘problems’. In 1988 the Picot Report listed five shortcomings of the education 

administration system (Perris, 1998): over-centralised and over-interfering 

administration with too many levels, overlapping decision-making processes 

and administration resulting in an inefficient, passive and dependent culture; 

decision-making process that were too minute and complicated, lacking in 

coordination; shortage of information about standards of pupil attainment; lack 

of effective school management, marked by ambiguous responsibilities, 

indefinite objectives and vague accountability; and consumer impotence, such
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that community and parents dissatisfied with education performance could do 

nothing about it.

In 1988 Lange published the White Paper Tomorrow’s Schools: the 

reformation of education administration in New Zealand which, based on the 

suggestions of the Picot Report, focused on the organisational re-engineering 

of the education administration system, cutting down the organisational 

framework of the MOE and removing the management level between it and 

schools, distinguishing policy maker from executor, presaging the framework 

of NPM established by the State Sector Act, 1988 and Public Finance Act, 

1989. While MOE remained responsible for providing school budgets, having 

contracting the Charter with them, establishing the National Education 

Guidelines and providing all kinds of education information, schools were 

endowed with high self management power, playing the role of education 

agents. And while School Boards of Trustees (the board) were in charge of 

school management and policy-making, principals would account for the 

implementation of their decisions. The new education administration system 

was finally embodied in the Education Act, 1989 and implemented October, 

1989 (Mahoney, 2004; Perris, 1998).

The current education administration system of New Zealand has largely 

maintained the framework set in 1989, with few modifications and is shown in 

Figure 4.3 (New Zealand Qualifications Authority, 2004).
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The reorganised system reflected commitment to NPM and was divided into 

two parts, policy making and performance review (J. X. Huang, 2001; Fancy, 

2004). The Ministry of Education (MOE) became responsible for the former, 

consisting of five departments, while the Education Review Office (ERO) took 

charge of the latter. These two organisations were independent and parallel 

with one minister responsible for each. The system was reduced to two levels, 

the MOE and schools, the latter managed directly by the former, functioning 

respectively as policy maker and executor. Decision-making powers with 

respect to policy implementation were given to schools, aiming to make usage 

and management of school resources more efficient and flexible. Boards at 

the community level, mainly composed of representatives of parents, ran and 

were accountable for schools. Each school’s board constituted the legal 

employer of its principal and teachers, appointing them, setting up the Charter 

signed with MOE, managing according to statutes and supervising 

achievement of performance objectives and a performance management 

policy for principal and teachers (Collins, 1999; Dyer, 1998; Neport, 2001). 

Boards were also responsible for distributing and managing school budgets 

(Mahoney, 2004).

A school Charter, a contract signed between schools and government based 

on common consensus on school development objectives, reflecting its 

visions, values, and objectives, was to be put forward, complete with a 

development plan in accord with National Education Guidelines after full 

consultation with the community, for approval from the MOE. Having 

approved and signed, the MOE provided school budget, reviewed as to 

school achievements before renewal on a long term policy planning cycle of 3 

to 5 years (J. X. Huang, 2001; Ministry of Education, 2004d). National 

Education Guidelines pursuant to the Education Act, 1989, embraced

150



Chapter Four PPM Policy in the UK, New Zealand and Taiwan 151

(Ministry of Education, 2003; 2004a; 2004b; 2004c) goals, curriculum, 

teaching, learning, assessment and administration, as depicted in Figure 4.4 

(Newport, 2001).
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Figure 4.4 The positioning and operational process of school charter

Source: Newport, R. (2001). Education in New Zealand (p. 10). New Zealand School 
Trustees Association. Retrieved August 30, 2004, from Web site: 

http://www.saasso.asn.au/often_Updated/whats_new/archived_whats_new/Beyond
P21-NZ.pdf

The concept of “seamless education system” was put forth to highlight the 

importance of life long learning (Fancy, 2004) and a complete Accountability 

Framework established to review and manage the performances of boards,
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schools, principals and teachers. Schools are responsible to the MOE through 

the Charter, and principals and teachers to the board through a Performance 

Management System. Accountability was sought at the school administrative 

level through an Education Review Office, an independent governmental 

organisation with 120 inspectors working in ten regional offices, according to 

criteria of performance management, on average once every three years 

covering teaching quality, learning quality, the role of boards in school 

governance and management, embracing staff appointments, employment 

and training, health and security, assets and resources and relationship with 

school communities (Ministry of Education, 2004d). According to the 

regulations of the Education Act 2001, all boards must put forward an annual 

report to MOE to be evaluated for progression in terms of the school’s charter. 

Schools must self review pupils’ achievement objectives and report to the 

community as to finance and Charter objectives. Boards must also plan an 

effective performance management system to ensure achievement of 

objectives, including a PPM according to the performance standards and 

processes acknowledged by both parties (Collins, 1999; Ministry of Education, 

1997). The MOE collected the experiences of other schools with respect to 

the performance management in 2004 and compiled a more detailed resource 

for reference by boards and principals concerning Principal Performance 

Management (Ministry of Education, 1998b), seeing it as an important means 

of intensifying the work of those responsible to policy-makers and ensuring 

education quality following decentralisation.

4.3.2 Policy contents and processes

PPM policy is one of the educational administrative reform measures of the 

system in New Zealand aimed at improving education quality and
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accountability which has now run for about ten years as part of a wider policy 

that regards performance management as a process for identifying, 

evaluating and developing school staff work performance Its government has 

viewed principals as key resources in ensuring school effectiveness meriting 

regular investment in their upkeep and maintenance (Ministry of Education, 

1997). Decentralised school boards and their principals are enjoined to agree 

performance and professional development objectives and engage in yearly 

appraisal with feedback (Ministry of Education, 1997; 2004d). These must be 

combined with school objectives. While the policy is national, its initial 

planning intimately related to decentralisation and Charter accountability, the 

school boards are responsible for its implementation, following regulations. 

Government is not involved in the training and management of external 

advisers as in Britain.

As we have already noted, policy originated in the State Sector Act, 1988 and 

Education Act, 1989, while the 1993 National Administration Guidelines 

required boards to develop and implement personnel performance 

management policies that complied with MOE policy and procedural 

frameworks (Ministry of Education, 1997). Draft National Guidelines for 

Performance Management in School in 1995 followed one year policy trial 

and then led to a Performance Management System being formally 

established in 1997, government thereafter collecting the experiences of 

different schools so as to provide a resource manual of PPM for schools as 

reference (Ministry of Education, 1998b). In addition interim Professional 

Standards for Principals were put forward by government in 1998 to be used 

as part of principals’ performance agreements (Ministry of Education, 1998a). 

In this way, the three steps of policy-making, implementation and monitoring 

were closely related through initial regulation by statutes, issuance of central
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government procedural principles for implementation and school Boards 

taking responsibility for detailed operation and official review through Charter 

implementation in an attempt to ensure that policy was exercised functionally 

and effectively. Government’s PPM policy objectives were clearly both 

accountability and development (Ministry of Education, 1997; 2004d) and 

based on an assumption (Collins, 1998; Ministry of Education, 1998b) that 

principals could effectively achieve objectives set out in the Charter in raising 

the quality of schools, suitably supported. Seven key principles were to be 

followed in performance management and PPM systems (Ministry of 

Education, 1997) including professional orientation, flexibility, consultation, 

transparency, guarantee of hidden agendas or ulterior political purposes, 

integration with other, key performance management elements and human 

resource functions, timeliness and confidentiality over the annual cycle within 

which schools were also required to put forward their Charter reports to the 

MOE.

Under principal-agent theory principals were both chief executive of their 

Boards and their employees, subject to appraisal, while, concomitantly, 

Boards not only played the role of employers but also of partners to principals 

in managing their schools, their primary relationship embodied in that 

between principals and Board Chairpersons, the latter involving other 

members or appropriate professionals particularly where principals’ own 

teaching required appraisal (Ministry of Education, 1997). Boards might 

decide whether to use government funding to employ outside consultancy to 

help with their work, including training (Ministry of Education, 1998b). 

Performance agreements drawn up between boards and their principals 

included statements as to aims and contexts, job descriptions, professional 

standards, performance and development objectives (Ministry of Education,
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1998b), the former including key tasks, objectives and expected outcomes in 

relation to administrative, curriculum and teaching, personnel and finance 

management, relationships with the community and professional 

development. The contents of professional standards for principals were 

grouped in six dimensions including professional leadership, strategic, staff, 

relationship (community) and financial and asset management: focusing on 

effectively planning, using and managing all properties and resources and 

statutory and reporting requirements, as well as others agreed to in the light of 

school circumstances, each typically determined for appraisal purposes by 

two or three for dimensions (Ministry of Education, 1998b). Performance 

objectives, set at the beginning of each PPM cycle, usually concerned school 

vision/mission, charter goals/objectives and the priorities identified as part of 

school strategic plans, key tasks and responsibilities and professional 

standards the official view of which, in order to provide deep and high quality 

scrutiny, that Boards should be advised and principals should focus on no 

more than two or three aspects of performance objectives each year. For 

example, principals might decide that priority performance objectives for a 

given year were to improve information teaching, develop of teaching staff 

and review teachers’ performance management. By rotating focus between 

appraisal periods both over time and by objects all aspects of principals’ roles 

could be appraised (Ministry of Education, 1997). SMART principles are 

followed in setting principal performance objectives and appropriate financial 

or other support for principals’ professional development to meet performance 

objectives was to be provided by Boards. This one year, cyclical system, 

which divided into five stages, including performance planning, mid-term 

feedback, self appraisal, formal appraisal and concluding interview, is shown 

in Figure 4.5.
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Figure 4.5 The operational process of the PPM system in New
Zealand

Performance planning is based on an annual agreement in relation to job 

descriptions, professional negotiating and annual performance and 

professional development objectives, to be annotated and monitored. 

Performance feedback may involve regular meetings between principals and 

Board Chairpersons and may draw in senior staff and consultants, taking up 

monthly reports, parents’ requests for feedback and scrutiny of performance 

data collected by agreed methods. Self-appraisal is regarded as a highly 

personal and private activity deemed unsuited to be recorded in report form 

shared by others (Ministry of Education, 1997).

Formal performance appraisals have usually been conducted at the end of
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term and are regarded as best thought of as taking place between Board 

Chairpersons and principals through private but open-mind dialogue 

characterised by high trustfulness and mutual understanding. Other persons 

with clear responsibilities may be involved. (Ministry of Education, 1997; 

2004d) Indicators or criteria identified for objectives should balance between 

quantitative (the more readily measured) and more qualitative aspects of 

principals’ performance (Ministry of Education, 1998b). Some schools have 

come to disperse appraisal meetings across the year, each one dealing with a 

few criteria with a variety of degrees of formality, culminating in one, formal 

appraisal interview, report and ensuing time schedule. Chairpersons report 

these to the Board along with adjustments of remuneration, whereupon 

Supplementary Grants may be used in bonus payments or to fund principals 

professional development, or other management purposes (Ministry of 

Education, 1998b). As employers Boards take a final decisions in disputes, 

using independent arbitrators.

4.3.3 Effects and comments

As with Britain there is little direct research evidence with respect to the 

effects of PPM policy, most research, again, focusing on teachers but not 

principals. It is to this related research that we must mainly turn for clues as to 

effects. Piggot-lrvine (2000), reviewing the period from 1996 to 1999 with 

middle and senior managers pointed out that there about 66% of respondents 

held positive attitudes toward the positive impact that intensifying 

accountability had on schools (‘It wouldn’t have been implemented fully in this 

school without the legislation’), heightening awareness of and giving guidance 

on professional responsibilities and expectations, providing guidance on 

appraisal, greater awareness about their own performance, a push to ensure
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that the existing system was more effective, linking appraisal with professional 

standards, more focus on staff development, better identification of staff 

strengths and weakness, regularising performance feedback, increasing 

funding available for training and standardising expectations. The 

predominant negative impact noted concerning tightening of appraisal 

legislation was related to lack of time to conduct it, while other criticisms 

claimed that it had made schools more compliant while being neither effective 

nor efficient.

While New Zealand’s governments have set out upon educational 

decentralisation reform since 1989, the accountability framework which 

embraced its PPM policy was only launched in 1997 and has now operated in 

primary and secondary schools for about ten years. There is little evidence to 

confirm its success, set in the context of reform predicated on new public 

management and principal-agent perspectives and characterised by 

intensified central government-school, contractual, Charter relationships. It 

has, at the same time, been marked by eclecticism and combined emphases 

on performance with supportiveness, empowerment and accountability. As in 

Britain, one of the main problems of PPM processes as implemented in New 

Zealand has been delegation to Board Chairpersons lacking sufficient 

professional knowledge, skills and understanding. Robinson, Ward, and 

Timperley (2003) argued that, contrary to some of the tenets of NPM, setting 

and monitoring of policy requires levels of task-related expertise that most 

school Boards do not have, engendering reliance on the advice and guidance 

of principals themselves, who ought to be the proper object, rather than author, 

of their ministrations. Though they may employ them, the unplanned and 

untrained manpower of consultants might not fill the gap between their needs 

and public expectations, a ready source of compliance and timidity.
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4.4 Principal Appraisal Policy in Taiwan

Primary and junior high school principals in Taiwan have been regarded as 

civil servants since 1945, as with others, receiving annual performance 

ratings as the basis for performance bonus and movement on pay spines. 

Since 1971 they have had their own performance rating regulations, whose 

formal implementation has remained limited. In the last ten years education 

reform in Taiwan has been heavily influenced by greater plurality of social 

values and changing education ideas of the publics. Changing educational 

laws have sought to shift traditional principals’ roles away from administration 

toward strategic leadership and management of school planning with respect 

of curriculum and teaching. They are now required not only to take 

responsibility for raising student attainment but also to share decision-making 

powers with teachers and parents as a legal requirement, being not only 

instructional, moral, participative and contingency but ‘transformational’ 

leaders (Leithwood and Duke, 1999). In face of such change to plural roles 

central government was forced to change policies for their appointment in 

1999 from educational administration offices to public selection by Principal 

Selection Committees (PSC) organised by local government. Incumbent 

principals were also required to accept performance appraisal from local 

government prior to the end of their four year terms of office, whose outcomes 

provided the basis of their re-appointment. Consequently, principals not only 

now have to be rated once a year for pay purposes but performance 

appraised once every four years for reappointment. The purpose of both is 

still mainly summative, emphasising accountability not development, roughly 

the opposite of Stufflebeam’s (2003: 4) dictum that we noted earlier 

that ’evaluation’s most important purpose is not to prove, but to improve.’
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4.4.1 Development background of PPM policy processes

In the recent decade principal appraisal in primary and junior high schools has 

undergone different processes of change which are best set against the 

current system of educational administration and its reform background. 

Taiwan has, in common with many other countries, two levels of educational 

administration focused upon a Ministry of Education (MOE) in central 

government and Bureaus of Education (BOE) in 2 special 

Municipalities and 23 Taiwan Provincial County or City governments. Their 

relationships are outlined in Figure 4.6. The MOE directs, supervises and 

controls BOEs which chiefly supervise educational and academic institutions 

and plan and manage libraries, museums, public stadiums, and 

gymnasiums

Educational reform in Taiwan has been wavelike since 1990 following trends 

in the rest of the world, amid changing political and social environments, 

advocated by groups in civil society, scholars and governments. Its dominant 

principle has been deregulation, seeking new balance between government, 

schools and parents. The social democratisation movement has quickly 

spread since 1987 when martial law was revoked and press restrictions lifted 

in 1988. Since the 1990s, the ruling party, Kuo Min Tang (KMT), has faced 

strong challenge from the Democratic Progressive Party (DPP) intent on 

pursuit of independent sovereignty for Taiwan and social reform. 

Parliamentarians have tended to support more the voice of education reform 

as good, popular electoral politics in face of government bureaucracy and 

conservatism. In the last decade or so the Legislative Yuan has passed or 

amended with respect to education the Teacher Education Act (1994),
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Teachers’ Act (1995), Amendment of Statute Governing the Appointment of 

Educators (1997), Educational Fundamental Act (1999) and Compulsory 

Education Act (1999), consistently reflecting support for education reform 

groups.
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Figure 4.6 Current educational administration system of Taiwan

Source: Ministry of Education (2005). Education in the Republic of China (Taiwan)
(p. 11). Ministry of Education: Taipei.
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After martial law was lifted the Civil Associations Act led to the establishment 

of many such groups, including the Union for Facilitating Teachers’ Human 

Rights (1987) with the purposes of ‘pushing forward education reform, 

guaranteeing teachers’ rights, maintaining teachers’ dignity, and respecting 

academic freedom’, the Humanistic Education Foundation (1987) intent 

on ’promoting human oriented education and paying attention to the rights of 

being educated and the subjectivity of study’ and the Homemaker’s Union and 

Foundation (1989) aimed at ’pushing forward parent education, improving 

education environment, establishing the organisation and function of Parents 

Association, and respecting the education rights of parents’ (Wu, 1998). Two 

big national education conferences in 1988 and 1994 sought common 

understanding with respect to directions of education reform and the basis for 

Ministry of Education (MOE) policy. Later the Committee of Education Reform 

for the Executive Yuan (CEREY) (similar to the Cabinet in the UK and NZ) 

was established to conduct consultation on national education reform, during 

1994-1996, conducting visits to different places, holding conferences and 

doing research on various aspect of reform topics, putting forth the Final 

Report of Education Reform for the Executive Yuan (CEREY, 1996), which 

became key guidelines for MOE policy. In 1997 national and local education 

reform groups were united into a more powerful group, the Educational 

Reform Association in Taiwan (ROC), to urge the MOE to carry out its reform 

commitments, continually holding discussions on education issues and 

actively participating in policy making. After the Teachers’ Act was passed in 

1995, teacher groups were empowered to establish the School Teachers’ 

Association at school level, the Local Teachers’ Association at local level and 

the National Teachers’ Association at central level so that they might fully 

participate in educational decision-making, as well as assuring their rights to 

professional autonomy and guaranteeing their personal rights.

162



Chapter Four PPM Policy in the UK, New Zealand and Taiwan 163

Education has been gradually decentralised from central to local government 

to school and school management styles have changed from principal 

autocracy to shared decision-making with teachers and parents in ways 

similar to moves to local autonomy in management, school-based 

management, teacher professional autonomy, teacher empowerment, and 

educational choice privileged in the UK, USA and elsewhere since the 1980s. 

Since the Education Fundamental Act came into force in 1999, the central 

government has been mandated to plan, design, fund and supervise systems 

in according to the statutes, ensuring local compliance with national 

legislation, establishing and supervising national schools and other 

educational institutions, reviewing and researching policy research and 

assisting and facilitating development of education businesses and affairs 

concerning ethnic minorities or disadvantaged groups. All else falls under the 

authority of local government which may make self-government ordinances 

(Cheng, 2004a). In addition, powers of teacher employment have been 

delegated to School Teacher Selection Committees in every school on which 

teachers have over two-third membership. Textbook selection is devolved to 

schools from local government. Emphasis is laid on teacher professional 

autonomy and parental education participation in schools’ affairs has been 

more active than formerly

The move to make education management more democratic, open, and plural 

has produced conditions very different to those that characterised the period 

of enforced martial law when it was authoritarian, enclosed and conservative. 

All reform stemmed from government and was slow until the pedagogic 

recontextualising field (Bernstein, 1996) gradually took democratic shape, 

pursuing a loosening of education laws, devolving of education powers to
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local government, changing the principal selection system, opening up 

processes of textbook audit and marketing, adoption of national curriculum 

guidelines instead of national curriculum standards which were too specific to 

be adjusted flexibly, stressing concepts of individualisation, matching 

aptitudes, plurality and flexibility in teaching methods and highlighting ideas of 

teacher professional autonomy, student learning rights and parental choice. 

The influence of teachers and parents in school decision-making increased 

under these more democratic, open and plural impulses and emphasis on the 

rights of disadvantaged groups, such as those with special education needs 

and original inhabitants, grew. The quality of students’ subjective experiences 

of learning has long been an active issue. More localised curricula and 

education policies, less mainland China and more Taiwan-oriented, began to 

be privileged and implemented in primary and junior high schools.

At the same time, politics still dominated and interfered with decision-making 

in education even after democratisation. Many education reforms have been 

outcomes of political wrangling rather than a real social consensus, for 

example, the setting up School Teachers’ Associations in schools and 

allowing teacher participation in principal selection committees. Turmoil on 

campus and in schools has often arisen from lack of balance between power 

and responsibility in schools, some radical teachers and members of Parents 

Associations challenging the powers mandated to and authority of principals. 

Teacher and parent zealousness in pursuit of educational democratisation 

has, in some cases, led to neglect of the necessity that principals’ ‘power 

should correspond to duty’, compromising the effectiveness of their leadership 

and management and administration (Q. S. Wu, 1998).

In a structural analysis of education reform over the last two decades, Qiu
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(2000) discerned six stages, from enforcing martial law (1949-1987) when 

education management systems were highly centralised and autocratic with 

central control and supervision of policies concerning personnel, curriculum 

planning, textbook publication and school budgets, especially with respect of 

primary and junior high schools, which were basically regarded as 

government tools for exercising ideological control, to a stage of reflection and 

critique on education reform (2003-2004), by which time twelve distinctive 

lines of educational reform had been implemented and derivative problems 

had emerged. A number of academic and civil groups, such as the Happy 

Learning Education Reform United Group and Rebuilding Education United 

Group, established in 2003, united to strongly criticise some policies. The 

former blamed them for inducing student unhappiness, while the latter 

published a Manifesto for Rebuilding Education pointing out thirteen failed 

aspects of reform in the preceding decade and putting forward appeals for 

their review, greater transparency, respect for professionals, care of 

disadvantaged students, maintenance of social justice and pursuit of high 

quality and improved interest in study. Although the MOE genuflected in their 

direction, their effect dissipated after the Presidential Election in 2004.

Though the main objects of reform were not directly related to PPM they 

induced more open, democratic and plural direction in the education 

environment. Centralised education management systems gradually 

disintegrated while principals were selected locally and became school 

accountable, open to teachers’ and parents’ voices. The responsibilities and 

roles of principals were becoming very different from those of the past, both 

changing and intensifying. Awareness grew that policies for principal 

professional development and performance were neglected and a problem 

existed of establishing a more reasonable system concerning these issues.
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The development of school principal appraisal in Taiwan can be dated back to 

the annual principal performance rating which began to be implemented in 

1945. The laws upon which it has been based have undergone several 

changes from the period 1945-71 when they were conducted under Civil 

Service rules but easily influenced by political intervention and subject to 

much critique concerning the formalisation of ratings and their facilitation of 

politically oriented appointments (S. M. Chen, 1981; Q. C. Zhang, 1996), 

through the 1971 Regulations detailing the domains to be rated, grading, 

awards and punishments, rating procedures, the rating committee and 

complaint procedures, regularly amended and renewed, until the 2003 

National Education Law and 2006 Regulation of Principal Performance Rating 

for under Senior High Schools. Until recently rating procedures and rating 

committee membership had not changed substantially and it was doubtful 

whether problems of bureaucracy, formalisation, subjectivity, and politicisation 

on annual principal performance rating had been greatly assuaged. (S. M. 

Chen, 1981; Jiang, 1977; Luo, 1995; Q. C. Zhang, 1996). Annual performance 

ratings neither provided for accountability nor facilitated principal professional 

development.

Amendment of Article 9 of the Compulsory Education Act, 1999 laid down that 

principals could only serve at most two successive terms of four years in one 

school and would be appraised after each, upon which reappointment, 

placement in another school or return to a teaching post took place. Since 

then principal performance appraisal by local government organised PSCs, 

composed of at least one fifth representatives of School Parents Associations 

and representatives of scholars, educational administrators, Local Teachers’ 

Associations and members of the community of high social reputation and
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integrity, has become both annual and end of term. In some local government 

areas a great deal of latitude is given to teachers and parents to air their views 

during selection processes so that political wrestling, dispute and conflict 

become unavoidable. My participation in PSCs in three local government 

areas over the past six years has borne in on me the dilemmas and weight of 

such disputes and the effects of the new appointment system on the changing 

working environment of principals, some excellent ones even indignantly 

choosing to retire early rather than be selected by teachers (B. S. Chen, 2001; 

M. Q. Qin, 2002; Z. M. Tang; 2002; Q. S. Wu, 2002). End of term performance 

appraisal still has the same purpose as annual performance rating, 

summative, focusing on accountability rather than being formative, stressing 

improvement or development.

4.4.2 Situation of principal appraisal in local counties/cities

The policy as it exists in Taiwan is regulated by central government but it is 

local government’s task to appoint or renew suitable individuals. There are 

considerable differences characterising processes in different places, some 

counties/cities using only simple appraisal checklists to judge performance, 

others adopting overall school evaluation results as their point of reference, 

while yet others carefully seek to understand their performance and clarify the 

means of its improvement. Given this lack of uniformity, I collected schemes 

of principal appraisal from various counties/cities and sent a questionnaire to 

directors of Bureaus of Education in all 23 of them so as to clarify knowledge 

of varying, actual practice. At that time I was still working in local government 

where my relationship with these individuals guaranteed their compliance with 

my request. These will be discussed in terms of policy planning and design, 

operating process and outcome treatment/
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The methods used to collect this were questionnaire survey and content 

analysis. The questionnaire content, which is given in Tables 4.1 to 4.4, along 

with a summary of responses, was based on a combination of the range of 

practice that I knew to be occurring in Taiwan and the categories to which I 

was hoping to relate them, as revealed by my investigation of British and New 

Zealand experience, included sixteen questions with respect to principal 

appraisal or school evaluation for principal selection. I did not pilot or trial the 

instrument, nor seek tests of its validity and reliability, aiming simply to get 

quick, preliminary insight into current Taiwanese arrangements. For this 

reason I have not reported this as part of my methodology chapter and offer it 

simply as a snapshot, where before there was no systematic image, of the 

area of my concern. As stated, all twenty three directors of Education 

Bureaus completed all questions, most requiring single-choice responses, 

while some were multiple-choice. The questionnaire was analysed using 

descriptive statistics (frequency and percentage) on total responses. Content 

analysis of documentation of their schemes was gathered and coded, using 

the same categories as those emerging from questionnaire analysis, 

providing comparative data across Taiwanese authorities for the first time.

4.4.2.1 Policy planning and design

Concerning policy planning and design, questions were mainly directed at 

issues of formulation. What were the main purposes of principal appraisal? 

How long was the appraisal cycle? How were appraisers chosen? Who was 

chosen and why? What criteria and indictors were used in appraisal? The 

results of data analysis from 23 counties/cities are assembled in Table 4.1 and 

Table 4.2.
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Table 4.1 shows that only two of 23 counties/cities (9%), Miaoli and Tainan, 

implemented principal appraisal according to the Act and seven (30%) used 

whole school evaluation instead as reference for judging principal 

performance, including Keelung City, Taipei County, Hsinchu County, 

Taichung County, Tainan City, Kaohsiung County and Kaohsiung City. Tainan 

City conducted principal appraisal under the name of school evaluation so 

that it could also be regarded as implementing the former. The remaining 14 

counties/cities (61%) did not conduct principal appraisal.

Table 4.1 Situations of planning an appraisal for principals in 23 counties/cities

Questions

Counties/cities 

Items -----

K
L
C

T
P

H
C

M
L

T
C

T
N

T
N
C

K
H

K
H
C

O
T
s

S
u
m

%

Is there 1. No 14 14 61%
Principal 2. School evaluation Y Y Y Y Y Y Y 7 30%
appraisal or for principal
school selection
evaluation for 3. Principal appraisal Y Y 2 9%
the principal
selection?

KLC: Keelung City; TP: Taipei County; HC: Hsinchu County; ML: Miaoli County; TC: Taichung 
County; TN: Tainan County; TNC: Tainan City; KH: Kaohsiung County; KHC: Kaohsiung City. 
OTs: Others.

Of the nine counties/cities (see table 4.2) which had formulated principal 

appraisal or school evaluation all used it for selecting and transferring 

principals, seven to improve school operation and four to handle incompetent 

principals and to provide professional development, respectively. Eight of the 

nine counties/cities implemented appraisal every year, in which most were 

once, a few twice, but only for principals coming up for reselection. In the 

three counties/cities, the method adopted was one-off, not systematic, cyclical 

performance management, neglecting improvement. Among these three 

counties/cities, including Tainan City, which could be said to have formulated 

principal appraisal under one name or another, its main purposes in Miaoli
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Table 4.2 Policy planning of principal appraisal in nine counties/cities
----------____C ounties/c ities

Questions Items '

K
L
C

T
P

H
C

M
L

T
C

T
N

T
N
C

K
H

K
H
C

S
u
m

%

The purpose of 
implementing 
the appraisal

1.Performance rating Y Y Y Y Y 5 56%
2.Selecting and 

transferring principals
Y Y Y Y Y Y Y Y Y 9 100%

3.award and punishment
4 .handle the unqualified Y Y Y Y 4 44%
5.improve school 

operation
Y Y Y Y Y Y Y 7 78%

6.professional 
development

Y Y Y Y 4 44%

7.others Y 1 11%
Cycle of 
appraisal

1. Implement regularly: 
several times each year

1 1 1 2 1 1 1 1 8 89%

2 .Implement irregularly: 
several times each year

2 1 11%

Ways of
appraiser
appointment

1 .Chosen and appointed 
by Local Government

Y Y Y Y Y Y Y Y Y 9 100%

2.Chosen and appointed 
by the committee

3.0ccupied by other 
committee members

4.0thers
Sources of 
appraisers

1. Educational 
administrators

Y Y Y Y Y Y Y Y Y 9 100%

2.Principals Y Y Y Y Y Y Y 7 78%
3.Scholars and experts Y Y Y Y Y Y Y Y Y 9 100%
4 .Representatives of 

teachers
Y Y Y Y 4 44%

5.Repreentative of 
parents

Y Y 2 22%

6.Social justice defenders Y Y 2 22%
7. Others Y Y 2 22%

Appraisal 
criteria and 
indicators

1.Implementation of 
education policies

Y Y Y Y Y Y Y Y Y 9 100%

2.School running and 
management

Y Y Y Y Y Y Y Y Y 9 100%

3.School organisational 
climate

Y Y Y Y Y Y Y Y 8 89%

4 .Leaders for teaching Y Y Y Y Y Y Y Y Y 9 100%
5. Professional 

development
Y Y Y Y Y Y Y Y Y 9 100%

6.Human relationship Y Y Y Y Y Y Y Y Y 9 100%
7.0ther important 

indicators
Y Y Y 3 33%

KLC: Keelung City; TP: Taipei County; HC: Hsinchu County; ML: Miaoli County; TC: Taichung 
County; TN: Tainan County; TNC: Tainan City; KH: Kaohsiung County; KHC: Kaohsiung City.
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County were to understand principal performance and response to 

expectations of educational reform and to provide a basis for reappointment, 

in Tainan County provision of important quantitative data and to provide a 

basis for improving school management quality and in Tainan City to present 

concrete principal performance data as referent for the PSC. These and all 

others were almost entirely summative in nature, having little to do with 

improvement and professional development in many counties/cities.

Appraisers were chosen by local government in all nine counties/cities and 

included educational administrators, scholars, experts and principals. Four 

counties/cities allowed teacher representatives to participate in principal 

appraisal or school evaluation, while two allowed parent representatives and 

social justice defenders, respectively, to participate in the latter. Miaoli County 

allowed teacher representatives to participate, while appraiser teams in 

Tainan County and Tainan City were composed of educational administrators, 

scholars and experts and principals’ peers. We see here a limited response to 

and respect for the aspirations of teacher and parent groups in these inchoate 

patterns, though reflecting trends elsewhere to allow multiple stakeholders to 

participate in principal appraisal (Black, 1995; Razik and Swanson, 1995), 

particularly of the formative kind where teachers and parents have some 

standing as providers of feedback (Murphy and Rodi, 2000) without directly 

becoming appraisers which would tend to produce rather great pressure and 

even hostile, negative effects on principals (Buser and Bank, 1984; Drake and 

Roe, 1999; Dresslar, 1987). These tendencies count among the reasons why 

more and more principals in Taiwan seek to maintain good human 

relationships with teachers and parents, can be hesitant to promote important 

policies in schools and can be afraid of offending teachers (B. S. Chen, 2001).
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Appraisal criteria and school evaluation indicators may cover almost anything 

directly related to principals’ responsibilities in schools, including: 

implementing education policies, school administrative management, school 

organisational climate, teaching leadership, professional development and 

human relationships. In Miaoli County they included teaching leadership, 

school management, human relationships, professional responsibility and 

school special features, for example, musical skill and activity. Tainan 

County’s criteria covered five levels: implementing decrees and policies, 

school management, teaching leadership, human relationships and 

administrative communication, professionalism and professional development, 

while Tainan City had devised seven categories: action plans and pursuit of 

school objectives, leadership style and school management, curriculum and 

teaching leadership, administrative performance, organisational climate, 

usage of resource and facilities and professional development. Most other 

counties/cities also opted for a wide range of principal appraisal criteria and 

tended to focus on behavioural aspects of principal leadership and 

management, with far less attention to students’ performance. Hart (1994) 

argued that principal appraisal indicators and standards should take school 

environment and background into consideration. Redfern (1980) had earlier 

suggested that they should be adjusted according to the experience and 

abilities of principals. However, most Taiwanese counties/cities incline toward 

universal appraisal indicators and standards, neglecting environmental or 

contextual differences, indicating a problem unresolved.

4.4.2.2 Operation process

Key features of the manner and conduct of the principal appraisal are given in 

Table 4.3, mainly focusing on appraisal time, methods, tools and procedures.
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It shows that all nine counties/cities adopted group appraisal, all appraisers 

arriving at a school at the same time to collect data in terms of pre-defined 

schedules, appraisal methods, and appraisal indicators. The advantage of 

group appraisal is that it can provide multiple views and mutual support, as 

well as saving time and avoid interference with school affairs. Its shortcoming 

is its costs in time and other resources (Gilbert, 1990). In all nine 

counties/cities pre-defined schedules, methods and appraisal indicators were 

employed over very limited time periods (one day in five counties/cities and 

only half a day - less than four hours - in four, including Keelung County, 

Miaoli and Tainan County and Tainan City). It must be suspected that such 

time for appraisal is too limited to enable accurate, on-site, group review to 

take place. It is doubtful whether sufficient data can be collected as the basis 

for judging principal performance in such limited time, particularly in regard to 

one-off appraisals large schools.

Table 4.3 also shows that all counties/cities adopted both quantitative and 

qualitative data collection methods to provide appraisal indicators, using 

documentary review, observation, questionnaire and interview. Five adopted 

clearly defined and structured tools indicating clearly measured standards 

and grades while four employed semi-structured tools, permitting some 

degree of openness. Miaoli County mainly used checklists with self-review 

and appraiser review and comments, Tainan County a Likert-style scale for 

basic school data and teacher, parent and community questionnaires, while 

Tainan City had designed its own format to include appraisal items, review 

methods, self-appraisal, appraiser on-site review, appraiser comments. While 

most adopted both quantitative and qualitative forms of data collection and 

attempted to match up on-site evidence with appraisal indicators, time, as we 

have noted, was limited and methods and tools inevitably restricted.
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Table 4.3 Implementation process of principal appraisal in nine counties/cities
Counties/cities 

Questions Items

K
L
C

T
P

H
C

M
L

T
C

T
N

T
N
C

K
H

K
H
C

S
U
m

%

Way of 
on-site 
appraisal

1. All members of the 
appraisal committee 
conduct appraisal

Y Y Y Y Y Y Y Y Y 9 100%

2. Individual members 
conduct appraisal

3. Others
Appraisal

time
1. Several days each time 0.5 1 1 0.5 1 0.5 0.5 1 1

Appraisal
methods

1. Quantised data
2 .Qualitative description
3.Both quantised and 

qualitative appraisals
Y Y Y Y Y Y Y Y Y 9 100%

Appraisal
tools

1. Structural tools: 
appraisal criteria, 
indicators, standards, 
and grades are clearly 
defined.

Y Y Y Y Y 5 56%

2. Semi-structural tools: 
part of appraisal criteria, 
indicators, standards, 
and grades is decided 
and part is open.

Y Y Y Y 4 44%

3. Open tools: there are 
no fixed appraisal 
criteria and standards.

Appraisal
process

1. Training of appraisers 
before appraisal

Y Y Y 3 33%

2. Illustration meeting 
before appraisal

Y Y Y Y Y 5 56%

3. Meeting of appraisers 
before appraisal

Y Y Y Y Y Y Y Y 8 89%

4. Self-appraisal of the 
principal

Y Y Y Y Y Y Y Y Y 9 100%

5. Briefing from the 
principal

Y Y Y Y Y Y Y Y Y 9 100%

6. Observe the actual 
performance of the 
principal

Y Y Y 3 33%

7. Document review Y Y Y Y Y Y Y Y Y 9 100%
8 .Interviewing principals Y Y Y Y Y Y 6 67%
9. Interviewing other 

stakeholders
Y Y Y Y Y Y Y Y Y 9 100%

10.Questionnaire survey Y Y Y Y Y 5 56%
11. Explanation before 

leaving the school.
Y Y Y Y Y Y 6 67%

12. Additional statement 
from the principal.

Y Y Y Y Y 5 56%

KLC: Keelung City; TP: Taipei County; HC: Hsinchu County; ML: Miaoli County; TC: Taichung 
County; TN: Tainan County; TNC: Tainan City; KH: Kaohsiung County; KHC: Kaohsiung City.
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Under appraisal process, Table 4.3 also shows the twelve steps followed, to 

some degree or another, by various counties/cities, from the training of 

appraisers before appraisal to allowing additional statements by principals. 

However, only three counties/cities conducted such training and observed 

actual performance, five conducted questionnaire surveys and provided 

opportunity for additional principal statements. Tainan County had never held 

orientation meetings for principals but conducted on-site observations and 

gave feedback before leaving school, while Tainan City had never conducted 

on-site observation.

4.4.2.3 Outcome treatment

Table 4.4 shows that all counties/cities required that appraisers present 

appraisal reports, six laying emphasis on both individual and overall school 

performance and two taking into account only the overall performance of 

schools. In Tainan City only were individual performance appraisal results 

used as referents for principal selection. Of course, if appraisal reports are 

used only for principal selection the possibilities for improving performance 

and professional development are relatively low. In only two counties/cities 

were appraisal reports open to the public, in three to stakeholders and two to 

very important stakeholders, such as the principal, line manager, and 

appraiser. There was a general presumption that the confidentiality of 

appraisal reports and appraisal processes should be clearly regulated so as 

to avoid dispute.

Only two counties, Hsinchu and Maioli, had set up appeal procedures despite 

the strongly summative purposes of appraisal, involving appraisees’ rights 

and interests and consequent possibility of litigation. Finally, only Kaohsiung
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City had set up follow up procedures in its appraisal scheme, the most 

important step in formative appraisal, prerequisite to improvement. In Taiwan 

cyclical performance management is still relatively unknown, principal 

appraisal regarded as a one-off task.

Table 4.4 Outcome treatment of principal appraisal in nine counties/cities
' Counties/cities 

Questions Items

K
L
C

T
P

H
C

M
L

T
C

T
N

T
N
C

K
H

K
H
C

S
U
m

%

Appraisal
report

1. Yes Y Y Y Y Y Y Y Y Y 9 100%
2. No

Way of
presenting
report

1. Aimed at individuals Y 1 11%
2. Considered the overall 

performance of the 
school

Y Y 2 22%

3. Considered both 
individual and overall 
school performance

Y Y Y Y Y Y 6 67%

Confidentiality 
of report

1. Open to public Y Y 2 22%
2. Only open to 

stakeholders
Y Y Y 3 33%

3. Being confidential only 
to important clients

Y Y 2 22%

4. Others Y Y 2 22%
Appeal
procedure

1. Appeal procedure Y Y 2 22%
2. Appeal committee
3. No Y Y Y Y Y Y Y 7 78%

Follow up 1. Yes Y 1 11%
2. No Y Y Y Y Y Y Y Y 8 89%

KLC: Keelung City; TP: Taipei County; HC: Hsinchu County; ML: Miaoli County; TC: Taichung 
County; TN: Tainan County; TNC: Tainan City; KH: Kaohsiung County; KHC: Kaohsiung City.

4.4.3 Effects and comments

There is only one annual performance rating rather than continuous appraisal 

for primary and junior high school principals in Taiwan, formally introduced 

after 1999 when it was deemed that incumbent principals should be appraised 

as the referent for reappointment but the concept of sustained and cyclical 

performance management has not, as yet, been adopted. Six years later
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evident problems have emerged and there is increasing research focus on 

this topic (see Section 1.1.6). Despite legal requirements, there are still very 

few complete principal appraisal systems planned or in operation. Some 

authorities have adopted school evaluation instead but these cannot be taken 

to reflect the performances of principals. Where appraisal schemes exist they 

are relatively simple, incomplete and not convincing enough and there is still 

doubt about using them as the basis for selecting principals (S. Y. Wu, 2003). 

Indeed, the purposes of those that exist tend to be summative, narrowly 

focusing on legally required minima, influencing their acceptability to 

appraisees (Murphy and Rodi, 2000; Nygaad, 1974). Yet, the almost 

universally accepted purpose of principal appraisal is to lay prime emphasis 

on professional assistance (Cheng, 2002a; D. Y. Wang, 2004; S. Y. Wu, 2003; 

Z. R. Wu, 2002); principals needing to feel that they can get useful 

professional support if they are to willingly submit to scrutiny. Moreover, 

appraisal is neither continuous nor cyclical, that which focuses only on 

selection occurring only once every four years, incapable of uncovering 

principals’ problems or assisting in overcoming their shortcomings (Murphy 

and Rodi, 2000).

There are also problems of personnel and consistency of criteria. Appraisers 

are still far from professional, who shall do it decided by local governments, 

for their own schemes. They are neither trained nor well enough informed, 

readily engendering negative attitudes among principals doubting their 

objectivity and the accuracy of appraisals. It might be thought that for 

formative purposes school personnel might usefully participate while external 

professionals are more appropriate for summative appraisal. Certainly, it 

appears vital that appraisers should be familiar with principals’ work and 

receive appraisal training (S. Y. Wu, 2003; Z. R. Wu, 2002). S. Y. Wu (2003)
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pointed out that principal appraisal indicators and standards are too general 

and unspecific while job descriptions and professional standards were 

imprecise. Student performance, school contexts and principals’ experiences 

and abilities tended to be poorly, if at all, indexed, raising a key issue of what 

proportion of appraisal judgments should be made up of consistent, key rather 

that local or idiosyncratic indicators (W. S. Huang, 2002). In all cases 

appraisal time appeared to be too short and rushed. Correct judgments 

depend on good information. Principal portfolios and observation are 

neglected, affording appraisers little insight into the actual behaviours of 

principals and not making up for insufficiency of documentary review, casting 

a shadow over their fitness for purpose even in one-off appraisal, let alone 

what would count as adequate should continuous and interactive 

performance management modes be adopted. Despite claims to the contrary, 

most counties’s/cities’ appraisal tools still tend to adopt Likert-style scale, 

leading to some members of PSCs complaining as to the usefulness of such 

ratings (Luo, 2000).

Appraisal results hardly provide opportunity for principals to improve their 

performance, making them of no avail as investment of human resources 

(Gilbert, 1990) and neglect confidentiality in ways that may be harmful or 

embarrassing to principals (Joint Committee on Standards for Educational 

Evaluation, 1988), as well as due process. In most of counties/cities in Taiwan 

there are no follow-up activities, rather ‘accomplishing performance appraisal 

an end in itself rather than ‘the start of improvement’.

4.5 Summary

Given that principals of primary and junior high schools in Taiwan have long
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accepted annual performance rating, reformed in 1999 to require 

performance appraisals before their service terms expired, providing referents 

for reappointment, there are still many shortcomings, particularly neglect of 

continuous professional support for principals, such as would be prerequisite 

to a reconstructed system devoted to performance improvement.

Comparison of PPM systems in Britain and New Zealand with PPA in Taiwan, 

it shows the former PPM systems to be more complete. A sound one 

undertakes a long, developmental journey in a particular political and social 

context, its deliberately planned focus falling on both appropriate performance 

and professional development of principals in those contexts. In the next 

chapter we will turn to explore possible PPM models and their elements as 

reference points for conducting empirical research in Taiwan.
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Chapter Five 

Models and Elements of PPM systems 

5.1 Introduction

Having explored the concepts and possible theoretical bases of PPM in 

Chapter Two and Three and attempts to implement versions of it in the UK 

and New Zealand, as well as under Taiwanese conditions in Chapter Four, it 

is now appropriate to try to briefly synthesise and analyse a preliminary model 

aimed at providing a referential framework for formulating an appropriate 

system for the latter, such as will also serve as part of a process of clarifying 

the design of the empirical study conducted there in 2005-6 and reported in 

the next two chapters.

5.2 Models of PPM Systems

We have already seen that the normatively oriented planning literature 

regards PPM as made up of series of related elements intended to achieve 

expected objectives through cyclical operation processes with strong 

emphasis on the nature of purposeful, planned, dynamic, and cyclical and 

graded performance management. Planners’ main purposes should tend to 

be to assist principals achieve performance objectives and professional 

development set jointly through negotiation and discussion between 

managers/advisers and principals. The whole, dynamic process of 

performance management is generally intended not only to emphasise 

performance achievement but also to highlight processes of counselling, 

feedback and support that might be absent or neglected in traditional, top
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down appraisal (see Sections 2.2.3 and 2.2.4).

5.2.1 General PM models

The constructions of general PM system models conform to different 

approaches or models of performance management to which planners and 

researchers cleave. Of the latter, William (1998) argued that they might be of 

three types, organisational, employee and integrated. Organisational 

performance scholars, such as Bredrup (1995), Mabey and Salaman (1995) 

and Rogers (1990) believed that the main focus of management should be 

seen as being on the performance of organisations, Bredrup (1995) 

establishing his PDCA (Plan, Do, Check, and Action) prescription which is 

represented in Figure 5.1. While not ignoring individuals’ self development 

and supervision, management is seen as a function of organisational 

performance and standards of performance appraisal are usually taken from 

competitors, comparative benchmarking, customers, and external audit. Such 

concepts, focusing on whole school performance, are redolent of Taiwan’s 

centralist PM planning system.

In contrast, other scholars (Ainsworth and Smith, 1993; Guinn, 1987; Schneier, 

Beatty and Baird, 1987; Torrington and Hall, 1995) have focused their views of 

performance management mainly on individuals. They divided the operation 

of PM processes in various ways, which can be synthesised and regarded as 

concerning planning, supporting, reviewing and outcome treatment stages. 

Shared decision making between managers and employees is emphasised, 

objectives are not decided top down and review or appraisal of performance is 

seen as continuous and cooperative (William, 1998).
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Performance
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•  consumer
•  Authorities
•  others

Performance Reference

Comparative benchmarking 
External audit 

Consumer survey 
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Performance review

Performance 
measurement

Stable
part

Temporary 
part

Performance
Evaluation

Self-Audit

Key process 
review

Figure 5.1 Bredrup’s organization performance management model

Source: Bredrup, H. (1995). Background for performance management. In A. Rolstad£s (ed.), 
Performance management: A business process benchmarking approach (p. 87).

London: Chapman and Hall.

Yet other analysts (Armstrong, 2004; McAfee and Champagene, 1993; 

Spangenberg, 1994; Storey and Sisson, 1993) have believed that 

performance management should be viewed as a system for integrating 

individual with organisational objectives. Armstrong (2004) divided operating 

processes into five stages of role definition, performance agreement, 

individual development planning, managing performance and performance 

review, individuals being required to agree on key result areas and capability 

requirements according to organisational mission or objectives, thereby 

initiating processes of transforming them into elements of individual 

performance, developing the wherewithal to deliver them and managing their 

implementation, review and modification and formal appraisal, as indicated in 

Figure 5.2.
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Plan

ActReview

Monitor +

Performance
Management

Role definition

Personal
development

planning

Performance
Agreement

Performance
review

Figure 5.2 Armstrong’s integrated performance management system

Source: Armstrong, M. (2004). Performance management: Key strategies and 
practical guidelines (p. 17). London: Kogan Page.

Storey and Sission (1993) similarly divide the PM cycle into five stages of 

strategy, department, individual, performance and performance-related pay 

(PRP) objectives, as shown in Figure 5.3.
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Clear communication 
of mission and 
objectives

Departmental
purpose
analysis

Individual
objective

setting

PRP and 
development

Performance
Appraisal

Corporate
Strategy

Figure 5.3 Storey and Sisson’s integrated performance management
system

Source: Storey, J. and Sisson, K. (1993). Managing human resources and 
industrial relations. Buckinggham: Open University Press.

McAfee and Champagne (1993) pictured managers going through three 

continuous stages of performance planning, management and appraisal to 

ensure individuals’ success in achieving organisational objectives at the 

standards required, as shown in Figure 5.4.
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Organizational goal 
and standards

1. Planning performance

Activity:
establish
performance
goals,
developmental 
goals and action 
plans with 
employee

When:
beginning of
performance
cycle

3. Appraising performance
Activity:
Evaluate employee’s 
accomplishments and 
skills; discuss 
evaluation with 
employee

When:
End of
performance
period

Personal
historical
document

2. Managing performance
Activity:
Observe and document 
efforts and 
accomplishments; 
provide feedback, coach 
and counsel employee 
regarding performance

When:
During entire 
performance 
period

Figure 5.4 McAfee and Champagene’s integrated performance
management system

Source: McAfee, R. B. and Champagene, P. J. (1993). Performance management: A 
strategy for improving employee performance and productivity. Journal of Managerial

Psychology, 8 (5), 24-32.

Spangenberg (1994) combined three performance levels (organisation, 

process/function and team/individual) with five stages of annual performance 

cycles (performance planning, design, managing performance, review and 

reward), as shown in Table 5.1.
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Table 5.1 Spangenberg’s integrated performance management system
^ ^ - ^ L e v e l

S ta g e ^ ^ " -^
Organisation Level Process / Function 

Level
Team / Individual Level

Performance
Planning

•  Vision
•  Mission
•  Strategy
•  Organisational 

goals set and 
communication

•  Goals for key 
processes linked to 
organisational and 
consumer needs

•  Team mission, goals, 
values, and
performance strategies 
defined

•  Individual goals, 
responsibilities, and 
work plan integrate 
with process/function 
goal

Performance
Design

•  Organisation 
design to ensure 
structure support 
strategic

•  Process design 
facilitates efficient 
goal achievement

•  Teams are form to 
achieve
process/function goals

•  Job design ensures 
process requirements 
reflected in jobs;

•  Jobs logically 
constructed in 
ergonomically sound 
environment

Managing
performance
And
Improvement

•  Continual 
organisation 
development and 
change efforts

•  Functional goals (in 
support of 
organisational 
goals) managed, 
reviewed, and 
adapted quarterly

•  Sufficient resource 
distribution

•  Interfaces between 
functions managed

•  Set up appropriate 
sub-goal

•  Managing process 
performance

•  Regularly review
•  Sufficient resource 

distribution
•  Interfaces between 

process step 
managed

•  Active team-building 
efforts, feedback, 
coordination, and 
adjustment

•  Developing individual 
understanding and 
skills

•  Providing feedback
•  Sufficient resource 

distribution

Performance
Review

•  Annual reviews
•  Input into strategic 

planning

•  Annual reviews •  Annual reviews

Performance
Rewards

•  Financial 
performance of 
organisation

•  Function rewards 
commensurate with 
value of 
organisational 
performance and 
function 
contribution

•  Rewards
commensurate with 
value of organisation 
performance, and: for 
team - function and 
team contribution; for 
individual -  
function/team 
performance and 
individual contribution

Source: Spangenberg, H. (1994). Understanding and implementing performance
management. Cape Town: Juda.
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It is evident that across these different types of PM system specifications 

there are common characteristics. They can all be roughly divided into four 

cyclical process stages of objective planning, support and feedback, review or 

appraisal and outcome treatment. In planning individual performance 

objectives, emphasis is laid on mutual agreement between managers and 

individuals at the beginning rather than performance review at the end and 

focus laid on both performance and personal development. Managing 

performance processes highlights active, mid-term, supportive counselling 

and feedback between advisers and employees as partners rather than 

superior to inferior. Performance review or appraisal stresses the annual cycle 

and is utilised as referent for ongoing improvements and treatments, 

combining both improvement and accountability. Given these emphases, it is 

assumed that PM systems can function to integrate whole organisation 

capacity, focussing on organisational vision and objectives, along with every 

departments’, teams’ and individuals’ roles and key performance areas to 

achieve performance objectives and professional capabilities. These are 

illustrated in Figure 5.5.
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Gap management Beginning cycle

Portfolio
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Gap management Gap management

Performance objectives

Performance
Agreement
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Outcome
treatment

Counselling 
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Performance
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Organizational vision 
and objectives

Performance
planning

Figure 5.5 integrated performance management system 

5.2.2 Possible PPM models

Both Nygaard (1974) and Murphy and Rodi (2000) believed that appraisal 

systems must be guided by their purpose, different purposes pointing to 

different modalities. James and Colebourne (2004) viewed as development 

and accountability orientations as arrayed on horizontal and vertical axes and 

separated each into high and low level to form four possible types of 

performance management, as in Figure 5.6.
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High Low development & High development &
High accountability High Accountability

(Accountability Orientation) (Performance Management
Orientation)

Performance Low development & High development &
accountability Low accountability Low accountability

(Non-Performance (Performance development
Low Management) Orientation)

Low Performance Development High

Figure 5.6 Four types of performance management
Source: James, C, and Colebourne, D. (2004). Managing the performance of staff in LEA 

in Wales: Practice, problems and possibilities (p.62). Educational 
Management administration & leadership, 32 (1), 45-65.

Some researchers (Dill, 1995; Woodhouse, 1995; Popham, 1988; Prebble 

and Stewart, 1983) have argued that the two purposes of development and 

accountability can not be combined within one system while other contended 

they can (Massy, 1995; Vroeijenstijn, 1995; Su, 1997) (see Section 2.4). 

Principals’ professional ability and knowledge may alter with experience and 

contextual change, such that requirements for professional development and 

support would alter, while changing schools’ environments would properly be 

reflected in different expectations of their performance. One size could or 

ought not to fit all; different models for different places would be appropriate. 

Sergiovanni (1995) and Glickman (1985) adopted the concept of contingency 

to develop different supervision models encompassing directive, cooperative 

and non-directive styles for educators at different career, cognitive ability and 

maturity stages.
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Based on the subject of management (self or others) and the purpose of 

management (development or accountability) possible PPM models can be 

classified into four types, as in Figure 5.7, though a self 

accountability-orientated model would be incoherent, leaving self 

development-orientated, development-orientated, and accountability- 

orientated modalities. These might be thought of as being capable of flexible 

adoption according to the needs of planners and principals in different 

environments, for example: at the advocacy stage of PPM policy or with 

principals with high autonomy and self-expectations, a self 

development-orientated model might be appropriate while, as PPM policy is 

initiated or principals have high of professional development and 

improvement requirements, a development-orientated model would be 

suitable and when PPM has been well established or promotion of principal 

performance is urgently required, an accountability-orientated model or one 

combining both accountability and development-orientated model would be 

most apt.

D evelopm ent- Se lf-deve lopm ent orientation Developm ent-orientation

orientation
m anagem ent m anagem ent

Accountability- X Accountability-orientation

orientation m anagem ent

Self O thers

Figure 5.7 Types of PPM models
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Under self development principals would conduct PPM themselves according 

to their own performance and capability requirements, its core operators 

would be principals, managers/advisers only providing consultation. Such an 

orientation may originate in humanistic psychology and postmodernist 

management theories which emphasise that individual values and subjectivity 

should be respected and the philosophic outlook which hold that individuals 

possess capacities of self control and management (see Section 3.2.3 and

3.2.5). Moreover, contingency perspectives would tend to suggest that 

principals who show high performance in managing schools with high 

autonomy, activity, reflection, self-motivation, recognition-ability and maturity 

would tend also to possess capacities for self development such that, as long 

as their manager/advisers gave lead in properly setting annual objectives and 

standards, they may safely be allowed to opt for such modes. As we have 

already insinuated, such a PPM model might also be suitable for the 

advocacy stage of PPM policy, adopted to encourage principals to manage 

themselves with conscious self-refection, assisting them to become familiar 

with and understand PPM concepts and operating processes. A cyclical self 

development model is showed in Figure 5.8.
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Performance objectives

Self
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Self performance 
planning

Performance review
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Figure 5.8 Self-development orientation PPM model

Development-orientated PPM systems illustrated in Figure 5.9 will require 

advisers and principals to arrive consensually at objectives, continuously 

communicating, reviewing and indulging in feedback to promote and improve 

management quality. The intellectual impetus behind such a modality may 

originate from constructivist perspectives and naturalistic paradigms (see

3.2.5). It might be particularly apposite in facilitating principal growth and 

development, especially while they lack professional ability or experience.
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Figure 5.9 Developmental orientation PPM model

Finally, accountability-orientated PPM systems entail management process 

where performance objectives and standards are set with or without principal 

participation so as to adjudge achievement expected objectives and provide 

the basis for pay rises and other rewards and personnel decisions. The 

rationale behind such a modality might be traced to reinforcement theory 

perspectives and new public management’s emphasise on rewarding 

favourable behaviour and accounting for responsibilities (see Sections 3.2.1,

3.3.2.3). Given its emphasis on principals’ responsibility for performances
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agreed or set beforehand, to be appraised as the bases for rewards at the end, 

finding matching stress on uniform performance objectives, criteria and 

standards is not unexpected. While its emphasis tends to be on objectivity 

and accuracy, appraisals’ informational base and many of its features may be 

similar to traditional principal performance rating or appraisal but is not to be 

simply equated with summative appraisal paying attention only to end results 

of performance, for it still entails mid-term counselling and feedback 

processes. When the outcome treatment may be related to pay, rewards, 

reappointment and other personnel decisions in this model, the appeal 

mechanism and due process should be concerned.

Beginning cycleGap management

Portfolio
management

Gap managementGap management

Performance objectives

Performance
Agreement

Professional development

Gap managementGap management

Appeal and
review
mechanism

Outcome
treatment

Counselling 
and feedback

School vision and 
objectives

Performance review

Individual
performance

planning

Figure 5.10 Accountability orientation PPM model
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5.3 Elements of Three Stages in PPM Systems

The literature suggests that what might be described as ‘integrated’ PPM 

systems go through three successive development stages of policy 

formulation and preparation, operation and outcome treatment.

5.3.1 Policy formulation and preparation

As we saw in our earlier analysis of PPM policy implementation in Britain and 

New Zealand, their governments have planned and prepared policy objectives 

and their legitimization, along with key process elements, some of which 

might be piloted (see Sections 4.2.1). Policy itself is a dynamic and 

value-laden process through which a political system handles public problems 

encompassing governments’ expressed intentions and official enactments, as 

well as their consistent patterns of activities and inactivity (Fowler, 2000:9). In 

short, policy at the level of the state may be regarded as substantive decisions, 

commitments and actions made by those who hold or affect government 

positions of authority (Bryson and Crosby, 1992: 63) whose objectives are 

anticipated results. In a democratic society plural participation in the process 

of policy planning is generally anticipated where governments allow access to 

decisions on policy objectives by stakeholders and others. Equally, in such 

societies, policy contents are expected to go through mandated legislative 

procedures so as to provide the basis for policy implementation, in the case of 

PPM, to effect procedures which will directly affect the human rights of 

principals, usually delegated by central authority to districts or schools, 

depending on their employment basis.

While policy forecasting may be an important step during policy formulation
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(Dunn, 1994; Qiu, 2000) in helping planners to control possible directions and 

outcomes of policies and at least their initial implementation, the uncertain 

nature of a variety of factors and the limits of rational analysis usually tends to 

point to the greater reliability of more or less small-scale pilot schemes as 

sources of valuable information. There is a process or style of declaring broad 

policy intentions as preface to using the reactions of stakeholders and others 

to build the detail of feasible implementation paths of which pilot work -  given 

time and appropriateness - may be a more or less expensive part. Margaret 

Thatcher and her inheritors in the UK used such tactics with notable success 

after 1979 (Davies, 1986; 1994). While PPM policy implementation both in 

Britain and New Zealand went through pilot scheme phases, such procedures 

are not part of the typical activity of Taiwanese local government authorities.

During PPM systems’ operational phases, the quality of professional advisers 

responsible for or helping school employers (such as governing bodies) in 

carrying out their duties is held to be critical. Their roles, qualifications, 

training and certification, deployment and management have all been matters 

of deliberation and concern in the UK and NZ and insufficiently attended to in 

Taiwan. While we can see that the main roles advisers play in those PPM 

schemes is to advise and support governors monitoring and appraising 

principals to achieve performance objectives, as well as being professional 

supporters, facilitators, and counsellors for principals, there may be some 

degree of inherent and possible conflict between them. Being supervisors or 

employers, interrogators or objective judges in terms of measurable 

performance imply differently founded relations of power and control to those 

of professional supporters or critical friends. Schemes lay down necessary or 

desirable advisory characteristics, capabilities and conditions (DfES, 2003a; 

2003b; Rossi, Freeman and Lipsey, 1999; Welsh Assembly Government,
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2002) (see Section 4.2.2) and recognise that both sufficient qualification and 

training and relevant experience are prerequisite to ensuring both advisor 

expertise and principals’ trust in them. In Britain a system of contracting out all 

the duties of recruitment, training, certification and management of external 

advisers to a not for profit agency (CEA, now CE) that also offers a wide 

portfolio of consultancy and training services to teachers, schools and public 

authorities in the UK and elsewhere, in conjunction with the Department for 

International Development, is part of the British government’s policy of 

educational marketisation/privatisation, achieving rapid advance in England 

(Ball, 2006; Tomlinson, 2005), which has ostensibly been successful in 

providing sufficient manpower for a well planned system that has helped PPM 

operating processes run smoothly, not least by assuaging some of the 

inherent antagonisms alluded to above. There are clear questions to be asked 

of the disjointed ‘systems’ that currently pertain in Taiwan concerning power 

and administrative authority, division of roles, costs and so on that arise from 

the British experience and that elsewhere. Who advisers are and how and 

where they are deployed and paid are also bound to impact upon PPM 

operations. In addition, there are choices to be made in terms of their full or 

part time and specialist/seconded status and experience suggesting, on 

balance, that part time seconded experts may be best at satisfying the 

requirements of principals particularly when appraisal modalities are 

developmental.

Principals’ job descriptions that might often be described shorthand as 

‘comprehensively managing school affairs’ cannot offer as much help as they 

should unless but only where specific tasks and responsibilities are listed 

provide focus (Waters, 1997). Job analysis would suggest that their duties, 

tasks, relations, abilities and circumstances all need to be encompassed.
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Amstrong (2004) indicated that performance is a function of capability, good 

performance requiring corresponding capability, both requiring specification in 

setting annual performance objectives. In turn, professional standards are 

common specifications representing expectations of government or 

professional organisations concerning knowledge, technique and moral 

characteristics that should also be included. All these are, in measure, related 

to circumstances and tasks and their clarification ought to point to 

appropriately planned principal professional development.

Whether nation wide principal professional standards which can be 

referenced in setting annual performance objectives and professional 

development are apposite is a matter for consideration. For example, in 

Chapter Four we saw how they have been established in Britain (DfEE, 1998b; 

DfES, 2004b) and New Zealand (Ministry of Education, 1998a) while in 

America many professional or principal’s groups have also established them, 

for example, as in the Interstate School Leader Licensure Consortium (ISLLC). 

Given differing educational administrative systems, professional standards 

rightly have different emphases. For example, in 1998, the British government 

asked the Teacher Training Agency (TTA) to develop a set of National 

Standards for Headteachers in order to enhance their professional leadership 

and management capabilities. Then, as school and principal circumstances 

changed, these were revised in 2004 (see Section 4.2.1). In Taiwan, more and 

more attention has been paid to the establishment of professional capability 

standards in recent years, scholars launching a series of studies. According to 

Zhang, Wang and Ding (2003), six key domains should be included and Table

5.2 compares these with the six key areas emphasised in Britain, revealing 

considerable similarity of focus, though Britain leans more toward securing 

accountability and work with others and policy purpose is centred on students’
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achievement, and in Taiwan more on personality and attitudes of principals.

Table 5.2 Principals’ professional capability standards, Britain and Taiwan
British principal standards Dom estic principal’s professional 

developm ent standards

shaping the future school developm ent and appraisal

leading learning and teaching Instruction leadership

developing self and w ork with others professional developm ent

m anaging the organisation administration m anagem ent

securing accountability X

strengthening com m unity school public relationship

X personality and attitudes

X: It is not identified as a main area.

Researching key areas (KA), referring to the roles principals ought to play or 

crucial tasks they should lead in or manage, has become something of an 

avalanche in Taiwan (M. E. Chen, 2003; M. Y. Chen, 2005; Guo, 2001; Hou, 

Zhang, Lin, Zhu, Liu and Chen, 2000; Hu, 2002; Jiang, 1998; Luo, 2000; 

Wang, 2000; Z. R. Wu, 2002; Zhan, 2003; Zhang, 1998; Zhang, Wang and 

Ding, 2003), covering strategic planning, administrative management, 

curriculum and instructional leadership and requisite aspects of their and 

characteristically important moral leadership, professional disposition, 

professional development and public relationships. Most KAs mainly focused 

on behaviour dimensions, rarely concerning such outcome dimensions as 

pupil achievements and parent satisfaction.

5.3.2 Operation processes

Since PPM is a cyclical process, duration and time assignment of each of its 

stages are issues again dependent on purposes. For example, in Britain,
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developmentally orientated principal appraisal in 1991 was set on a two-year 

cycle, in 2000, its more accountability-orientated successor one-year, as in 

New Zealand. Staging was appropriately planned, then changed, so as to 

include objective setting, mid-term counselling and feedback, performance 

appraisal, and outcome treatment. Each of these four operating areas of PPM 

includes specific tasks. Performance planning may involve key performance 

areas (KPAs) linked to observable key performance indicators (KPIs) 

according to standards agreed in advance. KPAs are critical missions or 

objective domains that should be preferentially achieved during performance 

management, selectively indicated. KPIs, indexed by detailed standards and 

differently weighed, transform KPAs into more specific, observable, or 

quantifiable behaviours or results expected of appraisal systems for principal 

performance. Objectives set will have particular sources, be of particular 

types and have underpinning objectives. It is generally held that the former 

ought to be linked to school development objectives, as well as other aspects 

of principals’ job descriptions, KPAs and professional standards. Some will 

relate to concrete outcomes others to less quantifiable aspects of leadership 

and management behaviour.

According to Locke (1968, 1996) objective setting should be explicit, 

challenging, reachable, and acceptable to all parties, its principles adopted 

using some device, such as Twin-SMART. These encompass the properties, 

processes and values of objectives (Amstrong, 2004; Wesh Assembly 

Government, 2002; William 1998) of which specificity, measurability, 

achievability, relevance and time-relatedness should be the hallmark of the 

former, while the latter two ought to be stimulating, meaningful, agreed, 

responsive and subject to teamwork, thus ensuring the forward-looking 

character of performance management.
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Hewton and West (1992) and Mercer (1996) thought that the isolation of 

principals’ roles ought to be assuaged by positive professional support and 

feedback. It is argued that the most critical benefit of appraisal for the 

individual is to create opportunity for dialogue about performance based on 

observation and reflection on practice and receiving feedback (Middlewood 

and cardno, 2001). Under PPM systems cast in this image, interaction 

concerning counselling and feedback should be more frequent than in 

traditional appraisal, to be determined by both advisers and principals 

considering the latter’s actual needs and resources and PPM purposes. In 

respect of counselling, principals are encouraged or expected to create 

personal portfolios in order to discuss and share related problems with their 

advisers. Brown and Irby (1997) argued that principal portfolios were 

documents deliberately selected and collected together to demonstrate 

personal experiences and leadership, capable of adoption for both 

professional and career development and appraisal, Including self-reflections, 

others’ feedback, critical accident records, evidence related to the KPI and 

even formal and informal feedback gathered from advisers.

People may have different explanations of the occurrence or results of events. 

Such explanation and attribution may affect one’s thinking, emotions and 

successive behaviours (Weiner, 1974, 1980, 1986). Thus, advisers and 

principals may have different explanations or attributions of expectations of 

objectives and actual performances. Conflicting attributions will tend to make 

solutions of problems in performance management difficult, highlighting the 

vital function of trust in sharing opinions and the importance of creating a 

climate of trust during the operation process (Middlewood, 2002; 

West-Burnham, 2001). In terms of the concept of the Johari window (Luft,
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1984), there may be three obstacles to communication and feedback between 

advisers and principals outside the ‘open area’ known by both: a ‘hidden area’ 

known by principals but not advisers; a ‘blind area’ unknown by principals but 

known by advisers; and an 'unknown area" known by neither side. As to those 

hidden, principals will tend only to want to release problems if their 

relationships with advisers are good and trustful. Sometimes, blind area 

problems are about principals’ personal habits which, if technical, may be 

relatively easily raised immediately, otherwise requiring extra care so as to 

avoid aversion. As for the ‘unknown area’, advisers and principals may need 

to collect feedback from multiple sources to uncover latent problems and seek 

for improvement.

Performance appraisal procedures are workflows that best follow three steps: 

an initial meeting, unobtrusive on-site data collection and formal review 

meeting, modes of principal self-appraisal differ more across systems. 

Appraisers may choose a variety of methods of data collection, including 

documentary review, on-site observation, questionnaires and interviews, in 

light of the requirements of indicators and standards. Some auxiliary 

instruments may also be used, such as video and audio recording, written 

records, checklists and rating scales, hopefully appropriately based on KPIs 

and standards already planned. With respect of self-appraisal, for example, in 

Britain, prior to the start of formal review meetings, heads may opt to complete 

self-appraisal forms and include them in the files submitted to advisers before 

formal appraisal (DfES, 2003b). In Alabama State, USA an optional 

self-appraisal is also embraced in the Principal evaluation System (Morton, 

2002) but not considered in deriving scores in formal evaluation process and 

may not be shared at the conclusion of the appraisal process until agreed 

between principals and appraisers. In Taiwan self-appraisal is usually
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included and revealed to appraisers prior to the start of the formal process 

and is available as datum for their deliberation. While in Britain and New 

Zealand PPM policies emphasise respect and confidentiality so as to avoid 

possible negative impact on principals, our data reveals that practices in some 

Taiwanese local authorities leave something to be desired (see Section

4.4.2.3).

Increasingly data may be collected from stakeholders who interact with 

principals in the course of their jobs in the hope of getting at their ‘real’ 

behaviours more completely. Some researchers (Z. Y. Guo, 2004; Visscher 

and Coe, 2003; Wu and Chang, 2004; S. F. Xie, 2003; Y. Z. Yan, 2003) have 

argued that ‘360 degree’ or multiple resources feedback techniques have 

been increasingly adopted in the hope of providing schools and individuals 

with more complete information for improvement, for example from superiors, 

peers, staffs, parents, community and students. Issues of sufficient 

confidentiality subjectivity and scruple, mingle with unwillingness to frank 

about ‘the boss', especially in Taiwanese cultural background where the 

Chinese sensibility is emphasised (Wu and Chang, 2004). People tend to be 

reserved about negative, upward feedback that might result in retaliation, 

particularly when feedback data is used for purposes of reward or punishment, 

Weber long ago observing that bad news moved upward only with difficulty 

through bureaucratic systems.

Post-appraisal review meeting generate performance reports, with or without 

principals’ notes of dissent, as formal records of agreed decisions reached in 

the review meeting. The common defects of such reports in PPA in Taiwan is 

their complexity, abstractness and rather obscurantist technical jargon where 

clarity as to context, performance, achievement, problems, priorities and
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future schedules should rule (Cheng, 2002c). Access to them is regulated 

rather differently by each PPA policy, (see Section 4.4.2.3)

Awareness of attribution theory alerts us to the fact that individuals often tend 

to explain their or others’ behaviours incorrectly because of perceptual bias or 

attribution error and such impact on the results of appraisal should be 

controlled (Cheng, 2002c; Schuler, 1995). Principal appraisal may be subject 

to halo or horn effects or stereotyping. Appraisers unaware of the actual 

performances of principals or who do not want to offend usually tend to rate 

them middle of scale, others may be abnormally strict or lenient of give undue 

weight to particular or recent performances Other appraisers may give high 

scores to principals who share their views, while some may even ignore some 

defects in order to cover up their own. The possibility that appraisal will fall 

short of objectivity and accuracy is by no means confined to judging principals 

but does constitute the rationale for establishing specific criteria or indicators 

for each key performance dimension and requiring trained appraisers to rate 

them separately.

5.3.3 Outcome treatment

If the core spirit of PPM systems is held to be helping principals to establish 

and achieve expected objectives through enhanced professional ability and 

performance, review should attend to the latter as much as establishing 

whether objectives have been achieved. Rational linkage to reward and 

complaint/appeal systems would form part of the same ethos. Indeed, 

performance improvement involving analysis or diagnosis of problems and 

professional development to enhance the capabilities required by the principal 

ought to be viewed as a seamless garment in PPM systems that are both task
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and person-focused. Currently in Taiwan, professional development may take 

place in colleges and universities through advanced studies and in-service 

professional courses aimed at specific techniques (such as IT, communication 

and marketing skills) in the fields of professional leadership and management; 

training organisations in local counties; the CPD Alliance which can 

tailor-make arrangements across adjacent counties; learning groups 

established by principals themselves, planned as workshops for sharing 

practical experience or assisted by invited scholars and specialists and paid 

for either out of local government or school budgets; and non-governmental 

training organisations to whom governments may consign the training or other 

functions, such as characterise provision in other countries, for example in 

respect of some professional certification systems or national principal 

development centre or colleges, either university related or not, possibly 

concentrating on principal networking and E-learning programmes

Annual performance rating of principals has, as we have noted (see Section 

4.4), been a routine activity in Taiwan since 1945, not only short on concepts 

of the performance management but full of bureaucracy and formalism. 

Introducing PPM would entail annual performance agreements, continuous 

counselling and feedback through much clearer, actual, and accurate 

procedures than those involved in mere annual rating, involving long-term 

systematic data collection, analysis and judgment. Whose outcomes can be 

utilised for or linked to more valid and reliable ratings and the rewards that 

flow from them. There are two complementary aspects of motivation, intrinsic 

and extrinsic, cognitive theories privileging the former, behaviouristic the latter 

(see Sections 3.2.1, 3.2.2). Extrinsic incentives may have an immediate and 

powerful effect but may not necessarily be long-lasting, while recognition and 

praise outweighs threats and criticism (Tomlinson, 2000). Robbins (2002)
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argued that if employees perceive that their efforts are accurately appraised 

and the rewards they value are closely linked to their appraisals, management 

will have optimised their motivational properties. Although performance 

related pay (PRP) may be practically used to encourage employees to 

enhance their performance, some studies doubt its effectiveness as a 

motivational mechanism (Cutler and Waine, 1999) and show it to have side 

effects, such as purposely hiding defects and intent to focus on specified 

objectives but neglecting others (Chamberlin, Wragg, Haynes, and Wragg, 

2002).For such reasons, its design and implementation should seek to avoid 

such negative effects (Amstrong, 2004). There are several feasible forms of 

performance rewards which might be considered in a PPM system in Taiwan 

where the payment of the principals can be divided into five kinds: base 

salaries, academic research allowance, position allowance, performance 

rating bonuses and year-end bonuses. These could range from cash bonuses 

for effective achievement or outstanding progress, increasing their academic 

research element to increasing their basic salaries. The academic research 

allowance for primary and junior high school principals is at the same level as 

that of university lecturers. The starting point and highest basic salary level on 

the pay spine for principals is determined by their academic background and it 

is impossible to increase them without masters’ or doctors’ degrees, though 

the salary of those with them has kept increasing over the years. It should be 

possible, both when principals’ backgrounds, experience and performance 

have reached a certain level, to increase their academic research allowance 

at least to the level of assistant professor and to introduce a threshold 

assessment, as in Britain, so that those who have reached pre-set seniority or 

performance can be promoted to a higher pay spine structure if they meet 

agreed standards, in order to encourage their efforts. Moreover, there is no 

principal classification system or linkage with principal payment by school size.
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PPM policy, well planned, could be the vehicle for introducing grades of 

advanced or consultant principal alongside general principals and allowance 

for school size on a further range of pay spines. Honour awards, wholly 

intrinsic in character, also may be given publicly by government, such as the 

recently introduced Superexcellent Contribution Award. Current principal 

appraisals in Taiwan are summative, aimed at selection, paying scant 

attention to school differentials or contexts, engendering anxiety and 

window-dressing, having lost accuracy and value (Cheng, 2002c), while a well 

planned PPM system could secure change on an appropriately individualised 

basis (see Section 2.5.1) which should also ensure substantive and 

procedural due process in protecting legal rights and benefits of principals 

(Stufflebeam and Pullin, 1998).

5.4 Summary

Every system has its defects and the very meaning of PPM systems involves 

the reaching of common cause or consensus between adviser/appraiser and 

principal/appraisee with respect of at least some of the inherent or difficult to 

remove antagonisms, even contradictions and limits to which we have 

adverted at many points here and in other chapters. Normative conceptions of 

systematic performance management would require a perfect plan and 

control of all elements in its operation process to ensure smooth conduct and 

full influence. Neither common experience nor social science knows of such a 

world. In intertwining, as has been attempted here, a distillation of the 

character of PPM models with features of real erstwhile, current and emerging 

systems, nothing is more obvious than that we are dealing with complex 

meetings of official intentions, cultural values, and pedagogic manners and 

the ownership and control of occupational professional orders. These are not
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social entities likely to lay down their interests lightly except in favour or 

practices that they both understand and find enhancing. Finding the mutuality 

in the latter may be better understood if we clarify the particularities of each. It 

is to investigation of Taiwanese principals’ and educational administrators’ 

conceptions of these issues that we now turn.
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Chapter Six

Research Design and Methodology

6.1 Introduction

The purpose of this study is to formulate a feasible PPM system for Taiwan by 

way of literature review and empirical research. The former has been 

explored in Chapters Two to Four and the possible elements of a model 

synthesised and discussed in Chapter Five. Empirical research employing a 

mixed-method design was focused upon stakeholders, mainly policy makers 

(educational administrators) and principals of primary and junior high schools 

in Taiwan between January 2005 and February 2006. In pursuit of answers to 

Question 5, Section1.3 the research design and methodology adumbrated 

below were employed. They will be discussed in five parts: the empirical 

research questions; research design and research framework; description of 

the questionnaire survey, including population and sample, design of the 

instrument, validity and reliability and methods of data analysis; discussion of 

interviews, following the same logic; and ethical considerations in this study, 

followed by a summary.

6.2 Research Questions

The following questions were examined:

1. What were participants’ views as to the need for of a PPM system? 

Items included: Do principals experience professional isolation because of
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lack of good mentors or friends? Do they need continuous professional 

support during their career? How is it necessary to establish a sound PPM 

system to replace current principal appraisal?

2. What were participants’ views as to forming a good PPM system? Items 

included: What should be the main purpose of PPM? How long should 

appraisal cycles last? How should advisers be recruited, trained and 

managed? Is it necessary to establish professional principal standards in 

Taiwan? What constitute important key performance areas for principals? 

How should appraisal standards of principal performance be set? How should 

data collection methods and tools of principal performance be prepared? 

What ancillary measures or preparatory work should take place before 

implementing a PPM system?

3. What were participants’ views concerning PPM operating processes? 

Items included: How should annual performance objectives be set? Was it 

necessary for principals to sign performance agreements for their four-year 

terms with local education authorities? How should PPM counselling and 

feedback be increased or improved? How should principal performance be 

appraised? How should review meetings be held? How should appraisal 

reports be made and dealt with? How should confidentiality and due process 

be treated in PPM systems?

4. What were participants’ views concerning dealing with performance 

outcomes in PPM? Items concerned: How should shortcomings in principal 

performance be handled? How should the professional development of 

principals be planned and established? How should principal rewards be 

planned? How should performance outcomes be utilised in principal selection?
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How should resources be provided for helping principals improve their 

performance?

6.3 Research Design and Framework

6.3.1 Research design

Patton (1990:187) indicated that triangulation or combination of 

methodologies in a study of the same phenomena or programme is an 

important way to strengthen study design. Denzin (1978) identified four basic 

types of triangulation: data triangulation, using a variety of data sources in a 

study; investigator triangulation, using several different researchers in a study; 

theory triangulation, using multiple perspectives to interpret a single set of 

data; and methodological triangulation, using multiple methods to study the 

same problem in a study. The research method chosen for this empirical 

study is a mixed method employing a methodological triangulation strategy, 

combining both quantitative and qualitative methods to investigate the same 

phenomena in a single project (Creswell, 2003; Denzin, 1978; Tashakkori and 

Teddlie, 1998). Tashakkori and Teddlie (1998) contended that methodological 

triangulation breaks the hegemony of mono-method purists and allows 

researchers to fully collect and explain their data by overcoming the inherent 

limitations of particular data collection methods. While quantitative research 

methods may be used to collect large amounts of data for analysis, they can 

not fully explore all research questions or provide more than a brief glimpse of 

individual intentions (Best and Kahn, 1993). Qualitative research methods, on 

the other hand, may allow researchers to more fully explore such questions, 

to provide better rounded detail that may be more richly interpreted, though
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usually at cost of researcher time and sample size, more limited scope and 

lower generalisibility.

The logic of mixed methods is based on a pragmatist worldview (Creswell and 

Clark, 2007; Tashkkori and Teddlie, 1998), which rejects the either-or of the 

incompatibility thesis between positivism and constructivism, embracing both 

points of view (Tashkkori and Teddlie, 1998; 23). While its research focus is on 

the consequences of research, the concepts of problem-centred and multiple 

methods of data collection are adopted. Thus it is pluralistic and oriented 

toward ‘what works’ and practice (Creswell and Clark, 2007: 23).

The specific mixed method design chosen for this empirical research is 

referred to by Creswell (2003) as a sequential explanatory strategy in a 

dominant-less dominant design, where quantitative data is first gathered and 

analysed by questionnaire survey, followed by collection and analysis of 

qualitative data by interview. Both methods are compared and integrated 

during the interpretation phase of the study. The purpose of such a sequential 

explanatory design is to use qualitative results to assist in explaining and 

interpreting the findings of primarily quantitative data (Creswell, 2003: 215). 

The reason why both questionnaire survey and interview are chosen is that 

use of the former enables simultaneous collection of a large number of data 

(Fraenkel and Wallen, 2003), permitting insight into the perspectives of a 

majority of stakeholders with respect of our research questions, while the 

latter affords an abundance of information from subsequently selected key 

participants (Kvale, 1996) to assist in cross-validating, complementing 

interpretation of prior questionnaire findings, assisting in answering not only 

questions of ‘what/how?’ but also ‘why?’.
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6.3.2 Research framework

The participants selected in this study were educational administrators who 

would be in charge of PPM policy making and principals likely to future 

participants. The research framework is represented in Figure 6.land relates 

to the main elements of three stages integral to forming a PPM system, 

encompassing eight issues at the policy planning and design stage, including 

why it might be required, its purposes, determining advisory functions, setting 

professional standards, delineating key performance areas and appraisal 

standards, preparing methods and tools of data collection and guidance and 

explanatory meetings and other ancillary measures. Seven issues were to be 

discussed concerning implementation, including performance agreements, 

objectives, counselling and feedback, appraisal, review meetings and report, 

including due process and confidentiality. In the outcome treatment stage, five 

issues were encompassed: setting improvement objectives, professional 

development, performance rewards, principal selection, and improvement 

resources. Their content was determined by review and synthesis of the 

literature and the current state of Taiwanese head teacher management 

presented in the foregoing chapters.
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Figure 6.1 Research framework of formulating a PPM system
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6.4 Questionnaire Survey

6.4.1 Population and sample

In Taiwan, public primary and junior high schools are managed by a Bureau of 

Education (BOE) in each local government area. The Ministry of Education 

(MOE) is mainly responsible for making national educational policies and 

supervising the extent to which they are implemented by local government in 

terms of their statutory obligations. The stakeholders in formulating PPM 

policies are potentially those policy makers who work in MOE and BOEs and 

public school principals of primary and junior high schools subject to them in 

the twenty three counties/cities in Taiwan.

Two sampling methods were used in this study: systematic sampling with a 

random start for identifying principals; and purposive sampling for choosing 

educational administrators. Babbie (1998:214) indicated that ‘systematic 

sampling is virtually identical to simple random sampling, if the population list 

is, indeed, randomised before sampling’. Fraenkel and Wallen (2003:103) 

also indicated that if the arrangement of population on the list is randomly 

ordered or is not in some sort of cyclical pattern that accidentally coincides 

with the sampling interval (periodical sampling interval), a systematic sample 

drawn from the list is a random sample. The sampling method which I used for 

selecting principals was ‘systematic with a random start’, not only easily 

conducted, but also coming to much the same thing as stratified sampling of 

schools of counties/cities because the initial list of principals was arranged in 

random order. The List of Primary Schools and Junior High Schools published 

by Ministry of Education (2004) provided its basis. It is arranged in 

accordance with the time order in which schools were established in every
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county/city, respectively. Although the larger samples, the more likely they are 

to represent the population, they are, in practice, limited by the time, energy 

and other resources of researchers. Thus, the size of sample of principals 

determined upon in this study was one ninth (11%), following the guidelines of 

Fraenkel and Wallen (2003: 106) that ‘a sample should be as large as the 

researcher can obtain with a reasonable expenditure of time and energy’ and 

with a minimum number of 100 in descriptive studies (p. 109) and, as Gay 

(1992) indicated, with a minimum of 10% of the population. Therefore, the 

sampling interval was every ninth principal on the list. The total number of 

principals selected was 367, 79 from junior high schools and 288 from primary 

schools (see Table 6.1).

The sampling method used in selecting educational administrators was 

purposive. Babbie (1998) indicated that purposive sampling may be 

appropriate when based on previous knowledge of a population relevant to 

the specific purpose of research or when the names of the population cannot 

be established so as to conduct random sampling. A list of section chiefs and 

inspectors in 23 counties/cities could not be established so as to make 

random sampling possible. However, in this study, my previous four years 

experience as director of a BOE in Taiwan made me aware of who would be 

the key policy makers of PPM systems, so that there were two steps in 

conducting purposive sampling. I determined the first step on the basis of my 

prior, professional knowledge, selecting each BOE director, deputy director 

and section chief mainly responsible for principal and school appraisal in each 

local area, plus six key persons in the MOE appointed as core policy makers 

in formulating a PPM system. This step gave 75 (3*23+6) individuals. The 

second step was remitted to the twenty three BOE directors who were asked 

to select three other section chiefs or inspectors in their authority who may
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have been in charge of or were experienced in principal appraisal/school 

evaluation. These were, importantly, individuals whose opinions were likely to 

be considered when PPM policies were discussed as part of the agenda at 

periodic Bureau meetings. In order to assure that the sample size 

appropriately reflected opinion across counties/cities, 69 individuals were 

selected (3*23), bringing the total sample of educational administrators in this 

study to 144 (75+69). The populations and the final samples of both 

administrators and principals chosen for questionnaire survey are shown in 

Table 6.1.

Table 6.1 Educational administrator and principal populations and samples for
the questionnaire survey

Objects Educational

adm inistration

Junior high school 

principals

Prim ary

principals

Total

Method of 

sam pling

Purposive

sampling

System atic sampling with a random  

start

Population 286 715 2598 3 599

Sam ples 144 79 288 511

Sam pling

percentage 5 0 .3 5% 11.04% 11.08% 14.20%

Questionnaires with attached stamped addressed envelopes were sent by 

mail directly to participating individuals, as advocated by Babbie (1998), in 

January 2005. Given that it is critical in mailed survey research to obtain a 

high percentage of returned questionnaires (Altshunld and Lowers, 1984), 

follow-up telephone calls were made to directors of BOEs and principals who 

had not made a return two weeks after the original mailing to encourage their 

participation and in the hope of increasing return rates. One month later, total 

returns were 392, of which 113 were educational administrators (28%), 72
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junior high school principals (18.4%) and 207 primary school principals (52%). 

Response rates by category were 78% of educational administrators, 91.14% 

of junior high school principals and 71.88% of primary school principals, 

giving a 76.71% total average response (see Table 6.2). Given that some 

scholars (Babbie, 1998; McMillan and Schumacher, 2001) have argued that a 

response rate of 60% is acceptable/good and 70% or over is very good, the 

rate in this study may regard as highly acceptable. After completed 

questionnaires were returned, they were opened, scanned, assigned an 

identification number and coded on SPSS 12.0 Software.

Table 6.2 Questionnaires returns, by respondent category

Objects

Educational

adm inistration

Junior high school 

principals

Prim ary

principals

Total

N N N N

Sam ples 144 79 288 511

Returned 113 72 207 392

(%  of total) (28 .8% ) (18 .4% ) (52 .8 ) (1 0 0 % )

Response

rate 7 8 .4 7% 91 .14% 7 1 .8 8% 7 6 .7 1 %

6.4.2 Questionnaire design

Since no survey instrument existed that could serve the purposes of this study, 

an original one was developed, hopefully fit for its purposes, drawing upon the 

literature review and personal, practical experience. It was divided into three 

parts corresponding to the stages of instating a PPM, covering twenty issues 

over fifty three questions (see Table 6.3).
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Table 6.3 Questionnaire stages, issues and questions
Stages QN Issues QN Question

requirement of PPM 3 Q1 to Q3
purpose of PPM 1 Q4
planning advisers 9 Q5 to Q13

Planning and 19
setting professional standards for 
principals

1 Q14
design stage key performance areas 1 Q15

performance appraisal standards 2 Q16, Q17
preparing methods and tools of data 
collection

1 Q18

guidance and explanatory meetings 1 Q19
performance agreement 1 Q20
setting performance objectives 8 Q21 to Q28

Implementation 27

performance counselling and 
feedback

6 Q29 to Q34

stage performance appraisal 3 Q35 to Q37
performance review meeting 1 Q38
performance appraisal report 3 Q39 to Q41
due process and confidentiality 5 Q42 to Q46
setting improvement objectives 1 Q47

Outcome professional development 2 Q48, Q49
treatment 7 performance rewards 2 Q50, Q51

stage principal selection 1 Q52
resources needed for improvement 1 Q53

Sum 53 20 53

Coverage of the planning and design stage encompassed eights and 

nineteen questions (see Appendix A for the full instrument), three concerning 

why a PPM might be required (Q1 to Q3), one question as to its purposes 

(Q4), nine on the qualifications, employment and management of advisers 

(Q5 to Q13), one on professional standards for principals (Q14), one question 

on key performance areas (Q15), two on performance appraisal standards 

(Q16 to Q17), one question preparing methods and tools of data collection 

(Q18), and one question on guidance and explanatory meetings (Q19).
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The implementation stage comprised seven issues and twenty seven 

questions, one question for performance agreements (Q20), eight for 

performance objectives (Q21 to Q28), six for performance counselling and 

feedback (Q29 to Q34), three for performance appraisal (Q35 to Q37), one for 

review meetings (Q38), three for performance reports (Q39 to Q41) and five 

concerning due process and confidentiality (Q42 to 46).

The outcome treatment stage included five issues and seven questions, one 

on setting improvement objectives (Q47), two questions about professional 

development (Q48 to Q49), two questions concerning performance rewards 

(Q50 to Q51), one on principal selection (Q52) and one on resources needed 

for improvement (Q53).

Except for Q9, Q10, Q13, Q24, and Q 27 items were designed as categorical 

variables, the others employing a Likert-type scale asking respondents to 

express their degree of agreement/disagreement with each question on 

response scales consisting of four options from ‘strongly disagree’, ‘disagree’, 

‘agree’ and ‘strongly agree’ and a score correspondingly assigned to each 

response of 1, 2, 3 or 4, higher scores indicating greater agreement.

6.4.3 Validity and reliability

Given that validity and reliability are important criteria in establishing and 

assessing the quality of quantitative data (Bryman, 2001:270) an expert panel 

was selected to assess the content validity of items after the preliminary 

version was designed. The purpose of content validity is to evaluate whether 

items accurately measure what they are intended to measure (Creswell, 2003:
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157). The expert panel of fifteen included six university professors of 

educational administration (three with experience of educational 

administrative settings), three Education Bureau administrators, three primary 

school principals and three junior high school principals with at least four 

years experience in current posts and having been involved at least two years 

in principal appraisal or school evaluation. Each member of the panel was 

asked to assess the extent to which every item seemed capable of accurately 

measuring the content it was ostensibly expected to measure using a 

Questionnaire of Expert Content Validity in which three level options followed 

each question to be assessed: ‘adequate’, ‘adequate if revised as suggested’, 

or ‘inadequate’. If ‘adequate if revised as suggested’ was chosen panel 

members were requested to provide a clear recommendation for doing so. 

The questionnaire was sent to each panel member with an addressed and 

stamped return envelope and a gift expressing gratitude for their assistance. 

They were all returned within two weeks with no ‘inadequate’ responses but 

some suggestions for revision. Items were revised in the light of these and 

prepared for pilot study. The analysis of results of expert panel is showed in 

Appendix B.

Reliability is fundamentally concerned with issues of the consistency of 

measures (Bryman, 2001: 70). In order to estimate the reliability of items, a 

pilot test was conducted using test-retest methods with a sample of forty five 

consisting of 27 primary school principals and 9 junior high school principals 

chosen at random from three counties/cities and 9 educational administrators 

purposively sampled using the same procedures as those outlined in Section 

6.4. All were asked to complete this questionnaire and consent to assessment 

of test-retest reliability two week after its questionnaire. Thirty eight 

participants (84%) completed this exercise and reliability coefficients were
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calculated for each item, except those involving categorical variables (Q9, 

Q10, Q13, Q24, and Q27), ranking from .71 to .87. Franekel and Wallen 

(2003:168) indicated that for the purpose of research such as ours reliability 

should be at least .70 and preferably higher, so that the questionnaire might 

be deemed to have reached acceptable levels.

6.4.4 Methods of data analysts

Quantitative data in this study was coded and analysed using SPSS Windows 

12.0 software so as to produce:

1. frequencies and percentages used to calculate expert panel content 

validity by for each item;

2. Pearson correlation coefficients to calculate the reliability coefficient of 

the questionnaire;

3. means and one-sample T tests to describe the extent to which 

respondents agreed on questions involving a Likert-type scale and 

percentages to delineate response to questions involving categorical 

variables;

4. General Linear Model (GLM) - Repeated Measures to compare 

average differences between different items of questions which have multiple 

elements;

5. One-Way Analysis of Variables (One-way ANOVA) to compare 

response difference between those in different current posts on questions 

involving Likert-type scales. Given that groups being compared in the study 

were of different size and Scheffe’s Test is less sensitive to departures from 

normality and assumptions of equal population variables than are some other 

tests (Sirkin, 1999: 332), it was used to conduct post hoc tests of multiple 

comparisons for each question where difference reached significance; and
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6. Chi-square tests to compare the significance of response differences 

between respondents in different current post on the questions where 

variables are categorical, including Q9, Q10, Q13, Q24, and Q27.

The purpose of the study is to understand the views of the most important 

stakeholders with respect to the construction of a PPM system, anticipating 

that those who were educational administrators (managers) and principals 

(employees) were likely to hold rather different opinions as to some issues. 

Clarifying such variations were regarded as being of paramount importance, 

though other demographic variables, such as gender, age, academic 

qualification and length of service were also anticipated to be possible 

sources of response difference. Given limits of time, space and energy 

analysis here, therefore, focuses only on differences relating to current post 

held. Analysis of other variables and their interrelationship will be conducted 

in the near future and will, hopefully, shed further light on the responses 

gathered.

6.5 Interviews

6.5.1 Sample selection for interview

Interviewees were drawn from the MOE and three of the nine counties/cites 

where principal appraisal or school evaluation were taking place (see Chapter 

Four) and individuals might feasibly have current experience of systems with 

some PPM-like features. Limitations of time, distance and energy prevented 

more extensive sampling. Most interviewees had already completed the
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questionnaire. My procedure was, therefore, purposive (Fraenkel and Wallen, 

2003), in addition to individuals from the MOE, selecting people from three 

typical local authorities, including a Municipality, a city, and a county. 

Following Punch (2005:187), Fraenkel and Wallen (2003) and Patton (1990), 

interviewees were purposively selected from among educational 

administrators and principals of primary and junior high schools to represent a 

possible range of professional locations and perspectives. Six representative 

administrators were interviewed, including a deputy minister at the MOE, a 

BOE director and deputy director and three section chiefs in charge of 

principal appraisal/school evaluation in three counties/cities. All held posts 

important in educational policy making, had high and abundant qualifications 

in educational administration and considerable, relevant work experience. All 

were capable of taking a practical perspective on the construction of PPM 

systems. Each section chief was asked to recommend the three most suitable 

primary school and junior high school principals serving in their counties/cities 

as further interviewees (a total of 18), considering their willingness to 

participate, knowledge of each as having experienced principal appraisal, 

school evaluation or related evaluation and their location in different schools, 

by size, gender and seniority (time in post). It was hoped that principals of 

such varied characteristics and background, as shown in Table 6.4, would 

provide a variety of perspectives on PPM system formulation. To assure 

anonymity, the names of interviewees were coded and their current posts and 

ranks are represented by general titles of educational administrator (EdA), 

primary school principal (PriSP), and junior high school principal (JHSP).
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Table 6.4 Personal background of interviewees (24 cases)
ID Post Sex Age Seniority Appraisal

experience
Degree School size 

Classes/Pupils
A1K EdA M 59 29 10 years Doctor
A2K EdA M 42 15 4 years PhD St
A3K EdA M 50 25 5 years Master
A4C EdA F 48 23 9 years Master
A5N EdA M 36 15 4 years Bachelor
A6M EdA M 67 15 12 years Doctor
P1K PriSP M 44 9 5 years PhD St 17/ 395
P2K PriSP F 50 16 6 years Doctor 56./1686
P3K PriSP M 50 11 6 years Master 31/988
P4C PriSP M 50 7 6 years Master 36/1202
P5C PriSP F 49 10 8 years Master 28/ 805
P6C PriSP M 59 13 7 years Master 58/1961
P7N PriSP M 50 6 3 years Master 6 /9 2
P8N PriSP M 40 4 1 year Master 24/ 359
P9N PriSP F 50 11 10 years Master 11/198
S1K JHSP M 54 4 3 years Master 23/ 643
S2K JHSP F 52 15 15 years PhD St 65/2381
S3K JHSP M 47 4 2 years PhD St 25/ 746
S4C JHSP M 51 13 8 years Master 67/ 2366
S5C JHSP F 57 16 3 years PhD St 55/1949
S6C JHSP F 55 4 2 years Master 38/1273
S7N JHSP F 50 4 1 year Master 31./1062
S8N JHSP M 60 18 1 year Master 19/ 682
S9N JHSP M 63 15 5 years Master 23 /840
Note: EdA: Educational administrator; PriSP: Primary school principal; JHSP: Junior high 
school principal; PhD St: PhD Student. School size is given as the number of classes, 
followed by total number of pupils.

6.5.2 Question design

Interviews were semi-structured, questions mainly designed to elicit 

responses that could be compared with and interpreted alongside those 

arising from the questionnaire and divided into five parts (see Appendix C for 

the full schedule). The first sought personal background/demographic 

information from interviewees in preliminary, written form. The second group 

related to why PPM might be required, including possible professional 

isolation of principals, their need of continuous professional support and
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problems of current principal appraisal. The third group of questions related to 

the planning and design stage of PPM, including its possible main purposes of, 

the length of its cycle, recruitment, training, appointment and management of 

advisers, principal professional standards, key performance areas, appraisal 

standards, preparation of data collection methods and tools and other 

ancillary measures prerequisite to PPM implementation. These were followed 

by questions related to PPM operation, including performance objective 

setting, agreements, counselling, appraisal, reporting, the conduct of review 

meetings and confidentiality and due process. Finally, questions were put that 

were mainly related to the treatment of outcomes, including performance 

improvement and its resources, professional development, performance 

rewards and principal selection.

6.5.3 Interview procedures

Semi-structured interviewing was undertaken using an interview guide 

approach (Fraenkel and Wallen, 2003: 457) Encounters were guided by a list 

of topics and issues to be explored, while the sequence and wording of 

questions were decided case by case (Merriam, 1998), maintaining the 

flexibility to probe areas of particular concern with each interviewee, either by 

adding questions likely to elicit answers or to eliminating those appearing 

inappropriate or unproductive.

Having confirmed the willingness of interviewees to cooperate, I first 

contacted each of them by telephone and emailed information on the 

background and purpose of the study, along with an interview outline and 

statement of interview agreement to each. The times and locations of 

interviews were arranged, all of which I conducted between December 2005
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to February 2006 in offices or mini-meeting rooms at respondents’ places of 

work. Mobiles were usually switched off before interviews started and 

reception personnel informed by interviewees that they should not be 

interrupted except in emergency. There was rarely interference except when a 

few interviewees forget to switch off their mobiles and received unexpected 

calls, though none disrupted the continuity of questioning.

Interviews were audio-recorded, while I manually noted response attitudes 

and unusual interviewee contributions. Before the beginning each interview, I 

would briefly allude to my research purposes, how I proposed that the 

interview be conducted, how data would be analysed and the proposed 

usage of the study. I then explained my reasons for wanting to audio-record 

and the ethical considerations governed my activities before asking for 

consent to proceed. When informed consent was given, as it was in all cases,

I presented the written statement of interview agreement to be signed by 

each interviewee (Appendix D). Then, before interviews proper started, I 

inquired as to whether individuals understood the questions sent to them in 

advance and offered any further explanation that seemed necessary. Each 

interview took about two hours while some, where participants became 

particularly engaged in their responses to questions, went on for about three. 

All interviews were accomplished in a relaxed mood and atmosphere.

6.5.4 Validity and reliability

In qualitative research validity and reliability are important though the criteria 

and terms used may be different from those with which we are familiar in 

quantitative research (Bryman, 2001: 270). Guba and Lincoln (1994, 2000) 

suggested four conventional criteria for demonstrating the trustworthiness of
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data in qualitative research, credibility, transferability, dependability and 

confirmability, which are paralleled in quantitative modes by internal validity, 

external validity, reliability, and objectivity, respectively. Confidence in the 

‘truth" of the findings is internal validity (credibility), while external validity 

(transferability) is the extent to which the findings may have applicability to 

other respondents or contexts. Reliability (dependability) is the consistency 

of findings if research is replicated with similar respondents and contexts. 

Objectivity (confirmability) is the extent to which findings are based on the 

characteristics of respondents and the contexts rather than on subjectivity or 

biases, motivations, and interests of researchers (Lincoln and Guba, 1985: 

218). LeCompte and Goetz (1982) proposed that internal reliability, a 

concern for many in qualitative research, be assured by the recording or 

translation of data into categories being agreed by more than one observer. 

They also argued that criteria of external reliability (like those of 

dependability) and external validity (like transferability) are difficult to meet 

because it is hard to replicate social circumstances and generalisability 

across social settings may be limited by single, small samples in qualitative 

research. On such logic, in this study issues of validity and reliability of 

interviews mainly focus on their credibility (internal validity), internal reliability, 

and confirmability (objectivity).

While researcher bias is an issue within all research modalities, the 

instrumental role that researchers play in qualitative study required special 

vigilance in this respect, using a number of techniques to check their 

perspectives against being misinformed (Fraenkel and Wallen, 2003:463). In 

order to intensify its internal validity (credibility) and internal reliability of the 

data, I sought to utilise ancillary instruments, repeatedly verifying data by
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means of audio-recording, double-checking, and member-checking data with 

original participants (Lincoln and Guba, 1985: 314). Audio-recordings of the 

whole interview process were taken and written transcripts made. So as to 

ensure accuracy and internal reliability of data, transcription was undertaken 

by a third party, and then I listened to audio-recordings while reading written 

transcripts and made any corrections that were necessary. During data 

analysis, coding and categorising was cross-checked by an assistant who 

had been trained by me to participate in data transcription, in the interests of 

enhancing credibility (Guba and Lincoln, 2000). While based on 16 years 

experience of administration management in local government educational 

departments, my ability to gloss interview content was, thus, checked 

against and enhanced by ensuring that participants’ real meanings were as 

accurately recorded as possible, with minimum distortion or 

misunderstanding. Finally, in order to intensify the confirmablility (objectivity) 

of data, not only were such repeated cross-checks adopted, but every effort 

was made to exercise practical reflexivity in identifying and avoiding possible 

bias and subjectivity during the process of the study.

6.5.5 Methods of interview data analysis

Unlike analysis of quantitative data, there are less well-established and 

widely accepted rules for the analysis of qualitative data, ‘grounded theory’ 

having become by far the most popular, and in many ways misunderstood 

and ‘overclaimed’, framework for analysing qualitative data (Bryman, 2001: 

390). In quantitative data analysis, variables are predetermined, while they 

are emergent features of qualitative analysis, formed only after some 

information has already been collected and techniques used to analyse and
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clarify its meaning in relation to study questions. The core analysis 

techniques of grounded theory include coding, constant comparison and 

theoretical saturation. Coding is a key process whereby data can be broken 

down into component parts, which are given names. Constant comparison is 

a process of maintaining a close connection between data and concepts and 

categories with their indicators. Theoretical saturation is a process in which a 

point is reached where there appears to be no further point in reviewing data 

collected to see how well it fits the concepts or categories developed 

(Bryman, 2001: 391). Such a process of data analysis can be divided into 

seven steps:

Step 1. Transcribing the audio-record into written form: in this enquiry 

every digital audio-record was transferred into MP3 digital file and one by 

one transcribed in written form, noting meaningful special intonations and 

situations in brackets

Step 2. Category of question: transcript contents were coded and 

categorised into different files according to interview questions, each having 

its separate code for each of the research question. Interviewees’ responses 

with respect of specific questions were put together, simplifying subsequent 

coding. An example of this form of categorising is the following:

In te rv ie w  Q u e s t io n  (Q 1 )

Partic ipan ts T ranscrip ts  (texts) C o n tras t w ith  
q u es tio n n a ire

C oding C o n cep t/
C ateg o ry

A 1 K

A 2 K

P 3 K
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Step 3. Contrast with questionnaire: the data analysis method used in 

this study was based on a dominant-less dominant design, sequential 

explanatory strategy (see Section 6.3.1), where analysis of qualitative data 

aimed to cross-validate, complement, and interpret quantitative data. Thus 

the major coding categories within each interview question were juxtaposed 

with their corresponding questionnaire item to highlight contrasts and 

similarities.

Step 4. Coding and noting: when reading through transcripts, open 

coding was carried out, each coding given an initial name as an analysis unit. 

Key words in texts were marked with bright colours.

Step 5. Constant comparison: each new interview coding unit and its 

corresponding questionnaire element was compared to determine 

similarity/difference.

Step 6. Abstracting concepts and categories: after finishing coding and 

comparison abstraction of core concepts or subcategories began from 

accumulated coding units by way of the process of constant comparison and 

redefining each concept more clearly and meaningfully. In Glaser and 

Strauss’s (1967) original terms, higher level categories may also be 

elaborated from accumulated concepts or subcategories until they reach a 

point of saturation and texts add no new information. This is an extremely 

demanding and time consuming process, virtually a counsel of perfection, in 

which I can only marginally claim to have indulged. In this case I would claim 

only to have worked my qualitative data in a spirit of grounded theorising, not 

in terms of its full demands and rigour.

Step 7. Whole review: in order to ensure all transcripts, codes, concepts, 

and categories were analysed as thoroughly as was possible, all data 

analysis, was cross-checked, both by myself and my assistant and 

necessary adjustments made.
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Step 8. Comparison and interpretation with quantitative data: when 

interview data analysis was complete I could begin integrating its findings 

with quantitative outcomes, so as to cross-validate, complement, and 

interpret my study questions, choosing appropriate quotations in illustration 

of interview evidence in respect of each theme.

6.6 Ethical Considerations

All social science research, especially qualitative study, inevitably involves 

ethical issues, involving data collection from people and about people (Punch, 

2005). Fraenkel and Wallen (2003:442) emphasised three ethical principles in 

conducting a study, including confidentiality, informed consent, and no harm 

to participants. Kvale (1996:110) indicated that ethical issues should be 

considered through the entire research process, including an orientation to 

improvement, informed consent, securing confidentiality, protection from harm, 

ensuring fidelity in transcription and interpretation and recognition of 

professional scientific responsibility. Miles and Huberman (1994) also listed 

eleven broader ethical issues to serve as guidelines through a complete 

qualitative research process, including the worthiness of the project, 

competence boundaries, informed consent, benefit, cost and reciprocity, harm 

and risk, honesty and trust, privacy, confidentiality and anonymity, intervention 

and advocacy, research integrity and quality, ownership of data and 

conclusion and use and misuse of results. As a social science researcher, I 

attempted to ensure that appropriate ethical standards were maintained as 

conscientiously as possible in this study throughout its design, data collection, 

data analysis stage, and report stages.
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In the design stage, the worthiness of the study and my scientific competence 

and responsibility were issues (Kvale, 1996). At the data collection stage 

respect for participants, informed consent, anonymity and confidentiality were 

considerations. At the data analysis stage, scientific responsibility, 

confidentiality and accurate written transcription, data analysis and 

interpretation were priorities. Babbie (1998) indicated that social researchers 

have not only many ethical obligation to participants but to the scientific 

community, including scientific responsibility for analysing quantitative and 

qualitative data and faithfully presenting results. Considering a balance of 

responsibilities, when a sensitive response was mentioned by interviewees 

that I thought should not be recorded publicly, appearing to have the potential 

to harm the person making it or those to whom it referred, I undertook to 

delete it from transcript. The report stage required me, following Babbie 

(1998), to indicate that, while I should be more familiar than anyone else with 

the technical shortcomings and failures of the study, they should also be 

admitted to others, just as routinely as unexpectedly negative findings should 

be reported. I would submit that the procedures which I have detailed above 

have striven to meet these demanding criteria.

6.7 Summary

In order to examine the perspective of stakeholders with respect to the 

construction of a PPM system, a mixed method of sequential explanatory 

strategy in a dominant-less dominant design was used to conduct empirical 

research. A questionnaire survey sampled educational administrators and 

principals from twenty three counties/cities and the MOE in Taiwan, while 

twenty four educational administrators and principals are selected from MOE 

and three typical counties/cities for interview. Both quantitative and qualitative
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methods and data collection processes were deliberately designed so as to 

assure ethical procedures and the validity and reliability of data. The results of 

data analysis are described in Chapter Seven while the conclusions and 

recommendations of the study will be reported in Chapter Eight.
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Chapter Seven 

Results of Data Analysis

The purpose of this chapter is to present the results of data analysis from both 

questionnaire survey and interview. It is divided into three sections which 

relate to: why we need, how we plan; how we implement; and how we treat 

outcomes of PPM systems.

7.1 Why We Need a PPM System and How Should We Plan It

In this section we consider first what questionnaire respondents said about 

why the Taiwanese system might need and how to plan a PPM system, noting 

differences in the perspectives of those in different posts over 16 questions 

(Q1-Q16) on eight issues, as described in Section 6.4.2 and given in full in 

Appendix A, along with the corresponding interview questions (Q1-Q5.8) 

alluded to in Section 6.5.2, given in full in Appendix C . While a Likert-style, 

four point scale is adopted to score responses to these items (and to most 

others in the schedule) the actual responses of all respondents to each are 

displayed as means, where the higher the score, the greater the average 

degree of agreement, 3 points standing for agree and 2 points for disagree, 

with a mean scale of 2.5 points. Thus, if the overall mean for a question is 

significantly higher than 2.5 points, it can be taken that, overall, respondents 

slightly tend to agree but not generally agree with a question, if over 3 points, 

they generally do so. By the same token, a mean lower than 2.5 points 

signifies overall that respondents are slightly inclined to disagree while, below 

2 points, that they commonly hold negative views about the question. 

Comparison of responses of those in different current posts (education 

administrators ( EdA), junior high school principals (JHSP) and primary school
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principals (PriSP) relied on One-way analysis of variance (One-way ANOVA) 

and the Scheffe test method as post hoc tests of multiple comparison, while 

Chi-square was used to analyse nominal variables (see Section 6.4.4). The 

results are given in Appendices E and F. Interview findings were then used to 

illustrate these quantitative analyses. These are presented in thematic groups, 

are laid out, as far as possible, in connected, narrative form and offered with 

minimum punctuation. The transription conventions of the aposeopesis ... 

was used to indicate hesitation and [...] to mark abridgement. The difficulty of 

achieving sympathetic translation from Mandarin to English, particularly with 

regard to colloquialism, is freely acknowledged. Moreover, there are some 

terms which are part of the everyday vocabulary of respondents which have 

no precise English equivalents. Attention will be drawn to these in appropriate 

contexts.

7.1.1 Why we need them

While professional isolation of principals (Q1) scored only 2.35, principals’ 

need of continuous help and support (Q2) and PPM in establishing school 

effectiveness (Q3) showed means of over well over 3 (detailed in Appendix E). 

There were no significant statistical differences in the responses of those in 

different posts to these three questions.

7.1.1.1 Role isolation of principals

By and large, respondents tended to slightly disagree with the view that 

school principals suffered from role isolation (Q1, m=2.35), contrary to the 

views of Hewton and West (1992) and Mercer (1996). However, some 

interviewees indicated that as school principals worked at the top of the 

school hierarchy they often seemed to be highly superior to other school staff,
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such that faculty members were very reluctant to approach them openly, 

some actively avoiding access. Given this high power distance culture 

(Dimmock, 2000) in schools, while we might expect that principals might 

experience isolation, their sense of it was not readily apparent and varied 

between individuals, more likely acknowledged by novices than veterans:

The principal is a leader in a school just like the top of a triangle. So he or she  

m ay feel lonely in som e way. (A 4C .Q 1)

However, even though w e get well along with our teachers, w e still feel that w e  

m ay play isolated roles som etim es. It is as if an intangible gap has been  

created due to our and their positions [...]. They respect our positions as school 

principals. (P 8 N .Q 1 )

Especially when I w as just designated as principal [...]  I didn’t quite understand  

from w here to obtain resources. So I was quite lonely but later as time w ent by I 

just cam e to know about som e supporting system s. But generally speaking, 

school principals m ay feel lonely in playing their roles. (S 4 C .Q 1)

The sense of isolation in playing the role of school principal is after all 

correlated with w hat school principals would wish them selves to becom e. 

(P 2K .Q 1)

I would be quite unlikely to have such a kind of feeling myself, because I would 

alw ays take active and positive actions to m ake friends with all others [...] so I 

would not have the feeling of isolation (P 5 C .Q 1)

If you isolate yourself [...]  the social resources acquired are relatively  

diminished and this would be not helpful to the operation of school either 

(P 6C .Q 1).

As for good mentors and helpful friends, interviewees tended to believe that 

there was little issue as long as principals openly sought advice from others 

and achieved professional growth by way of continuously attending to 

advanced study. Problems might be more apparent in remote areas or those
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lacking in resources than in urban areas. Selecting appropriate advisers for 

newly appointed principals and designing various activities for their 

professional growth was important:

According to my observations [...] both deans and teacher groups are highly 

active in sharing their experiences, but principals seem  too failed in this aspect. 

(A 2K .Q 1)

Such a feeling of lacking advisors and helpful friends would be rare in urban 

areas w here  resources are substantial, but I believe that it can be very serious 

in those rural, rem ote or off-shore island areas. G iven that a principal works 

alone in a rem ote area, there would be no career growth at all. (A 6M .Q 1)

W hen  observing my colleague group I found that this is just [...]  a feeling that 

there is a lack of consultancy and professional growth an encounter of 

frustration and various crises [...]  a feeling that there is no idea of how to do 

and whom  to ask. (P 1K .Q 1)

Actually, not everyone would necessarily encounter a lack of good advisors and 

helpful friends and this problem depends on different individuals just as 

Confucius once said: ’W h en ever I stay with any other two persons, I can surely 

learn som ething from either of them ’ [...]  If the principal is a person who tends 

to learn in any case then he/she will never feel that he/she is in lack of good 

advisors or helpful friends [...]  But som ebody m ay be quite passive and so, 

he/she will lack good advisors and helpful friends. (A 4C .Q 1)

Relatively I have a better case m yself and I don’t feel that I am  devoid of good 

advisors or excellent friends or playing a lonely role mainly because I can keep  

in pursuit of advanced studies (P 1K .Q 1)

7.1.1.2 Need for professional support

Respondents generally strongly agreed on the need for professional support 

and aid from others throughout their professional careers (Q2, m=3.52). Again, 

responses of different respondent groups were not significant. Interviewees
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indicated that, while they had already acquired experiences working as 

teachers and deans of department, principals’ roles were different and 

changed over time, as did policies; they had need of assimilating new 

knowledge and learning about policy directions. However, the professional 

growth activities made available to school principals in Taiwan were very 

fragmentary and very much tied to policy requirements, falling short of the 

needs of continuous professional development planning and support systems.

School Principals’ Association workshops, currently available in some areas, 

offered them opportunities to share experiences and provided for professional 

growth, though such spontaneous growth inclined towards mere fellowship if it 

lasted too long. Those principals showing little initiative in taking part in 

advanced studies should be impelled to do so through specific mechanisms 

offering individual professional support of continuance:

Continuous professional support is requisite for any position and therefore, a 

principal should dem and it. Particularly in Taiwan, education circum stances  

have been changing trem endous; simply using previous knowledge to solve 

issues in the future can be difficult. Therefore, it would be most ideal for him if 

professional support w ere  to be offered continuously [...]  In v iew  of currently  

available system s in Taiwan, there is indeed a lack ...o f any formal system  that 

provides school principals with continuous, professional support. (A 4C Q 2)

O ur own city has established a school principal association as well and it can 

actively aid in the growth of principals. For instance newly appointed principals 

[...] would look for help to experienced principals [...]  or ex-principals to provide 

guidance [...] W hen there is continuous support from an external adviser to a 

principal in the operation of a school [...] the period of his/her induction will be 

shortened. (S 1K Q 2)

The principal workshop can serve as a platform on which school principals can  

gain continuous growth in their knowledge and com petencies o f the operation  

of school affairs [...]  w here principals actively [...] put forward their
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requirem ents [...] fulfilling relevant studies, mutual sharing and com m on growth 

[...] I personally regard the results as quite good. (P 4C Q 2)

However, as spontaneous professional growth between school principals goes  

on, it will becom e an activity of interpersonal relationship [...]  which is actually 

som ething like fellowship activities? [...] So if there are formal system s allowing 

professional support and growth I think that principals can learn faster about 

how to operate their schools. (S2K Q 2)

7.1.1.3 PPM systems and school effectiveness

Respondents tended to strongly agree, again relatively uniformly across 

categories, that a PPM system would help them promote school effectiveness 

(Q3, m=3.46). Interviewees pointed out that there was presently a lack of 

human resource development policies in Taiwan, principal appraisal rarely 

entailing professional support. It was necessary to build up management 

systems which incorporated a counselling function that could both provide 

professional support and enhance school performance without reference to 

the appointment or dismissal of principals. Several principals expressed their 

hopes that such a set of plans could be put into effect as soon as possible, 

reflecting their disillusion with accountability-oriented performance appraisal:

The present school principal appraisal system [...] can offer insignificant 

professional support while the purpose of appraisal has alw ays been the 

assessm ent of how a principal has performed so far [...]. It can rarely provide 

the positive support to his career [...] but, rather, submits appraisal results as 

references to m em bers of Principal Selection Com m ittees. So principals seek  

to dem onstrate their superiorities and conceal their inferiorities [...]. 

Consequently a part of appraisal results [...] can be questioned som etimes. 

(A 4C .Q 3)

If with (P P M ) [...]  several objectives can be focused upon at the beginning of 

each year [...] as key goals and then resources sought [...] then you operate in 

accordance with the plan and by the end of the year check w hether you have
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com pleted these objectives and further review and m ake im provem ents, this is 

a practicable way. [...]  It is certainly assured if such a system is established [...] 

and it will not generate  too much pressure on the principal [...]  as he/she can 

keep making im provem ents. (S1K Q 3)

At this stage [...] w e can hardly see a really professional and system atic  

arrangem ent for principals, thus there should be such a supporting system  in 

Taiwan indeed. (S 3K Q 3)

And my last recom m endation is to accomplish the system of principal 

perform ance m anagem ent as fast as we can! [...] In the absence of such a 

system the operations of school principals m ay becom e all the more 

problem atic [...]  while their qualifications becom e poorer and poorer. (S 4 C Q 7)

7.1.2 The purposes of PPM systems

Responses to Question 4 as to what purposes should be emphasised in PPM 

systems produced responses on five out of six sub items with means of over 3 

points. The exception was ‘Decide principals’ salary levels’ (Q4.6) which 

scored only 2.64 (Appendix E). The first three items, which are 

development-orientated, ’Help with professional development’ (Q4.3, 

mean=3.59), ‘Help to improve shortcomings’ (Q4.2, mean=3.53) and ’Offer 

instant feedback’ (Q4.1, mean=3.42), are significantly higher than the three 

accountability-orientated items ‘Decide principal annual performance’ (Q4.4, 

mean=3.20), ‘Provide references for principal selection’ (Q4.5, mean=3.04) 

and ‘Decide principals’ salary levels’ (Q4.6, mean=2.64). Moreover, 

response discrepancies between those in different posts (Appendix F) 

showed no overall statistical difference for all options, though those of EdAs 

were significantly higher than PriSPs on ’Decide principal annual 

performance’, as were those of JHSPs on ‘Provide references for principal 

selection’, indicating that respondents generally agreed that planning PPM 

systems should be primarily orientated to development rather than
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accountability. EdA’s legal responsibilities for principal selection and annual 

principal performance rating can be taken to account in understanding the 

greater strength of their emphasis on performance and selection as purposes.

Interviewees tended to underline that present principal appraisal or school 

evaluation in Taiwan was conducted solely for purposes of principal selection, 

providing neither active guidance nor for performance improvement, 

engendering teacher repulsion or resistance to appraisal:

As currently school evaluation is conducted just for the purpose of principal 

selection, it can easily cause the entire school faculty [...] to believe that 

evaluation is provided to create records of perform ance for principals rather 

than stim ulate the developm ent of schools. So som e of them  m ay be willing to 

accept the evaluation but som e others may resist or repulse the evaluation or 

not cooperate [...] Also in view of school developm ent [...] an evaluation would 

require the school to input human resources, time and energy that are  very  

substantial. It’s really a pity if the evaluation is carried out simply for principal 

selection. (P 4 C .Q 3 )

Basically, e ither school evaluation or principal appraisal should stick to the  

principle of helping principals to find out about problems facing schools and  

assisting them  to solve these problems. But this is not the case with current 

principal appraisal. Appraisal results just serve as reference for selection after a 

principal finishes his/her four-year term. [...] Yet it w on’t help you to sort out 

problem s so [...] (the appraisal) needs to be carried out during the four-year 

term of school principals not in the last year of their term s [...] This process 

could help you [...] to run the school much better (P 9N Q 3)

Such views strongly suggest that school principal performance management 

should take as its priorities facilitating growth, problem definition and 

improvement, stimulating principal self-management and growth:

I expect that this m anagem ent system will signify not only the m anagem ent of 

adm inistrative agents over school principals but also self-m anagem ent...and  

self-growth of these principals. (A 4C .Q 5 .1 )
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This system can allow the self inspection of principals [...] and can assist them  

to find out p rob lem s...It is something like the concept of a learning diagnosis [...] 

I would here stress form ative purposes [...] I feel that process can prevail over 

outcom es. Through the process [...] the system can help understanding [...] of 

specific problem s while giving instruction or making im provem ents. O nce this 

part is solved the rest will surely follow smoothly (P 8 N .Q 5 .1 )

This system  can be applied to enhance the com petencies o f principals [...]. And  

if the com petencies of principals are enhanced good perform ances result. 

(A 5 N .Q 5 .1 )

Principal perform ances [...] the good parts will be incorporated into the talent 

database of the overall educational system. [...] to be shared as resources  

betw een various schools [...]. W e can also position it as the m echanism  by 

which to accom plish sustainable performance growth of schools and as the  

starting point for the next appraisal (P 2K .Q 5.1)

There was strong support for the establishment of ‘three in one’ or ‘four in one’ 

systems that not only enhanced professional capabilities and facilitated or 

improved school performance but also provided references for current, annual 

performance rating and principal selection:

I think there should be several main functions. The primary key function should 

be to help a principal to enhance his accom plishm ent, knowledge and  

com petency continuously on the job market; the second function is to help  

principals to overcom e m anagem ent problems, the third function is to carry out 

annual assessm ent of principals which can be certainly taken as standard  

perform ance rating, the fourth function is to provide the basis for the selection  

of principals after their term of four years. (P 1K .Q 5.1)

If it is a P P M  system , I think that it should be multi-functional system that can 

replace the one currently available in schools [...] covering the professional 

growth of principals and im provem ent of school perform ances or even [...] 

serving as reference for principal selection. If such functions can be integrated, 

just like Th ree  In O ne or Four In O ne w e often talk about, the interference that 

the system  creates for school administration can be minimised, while it can be 

most beneficial to the schools. (P 4C .Q 5 .1 )
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7.1.3 Length of cycles

As for the time planning of performance management cycles, some 

interviewees believed that it should be one year, others two or even four or 

else dependent on the term and performance of principals. These views 

tended to match those on purposes, those privileging personal development 

and improvement and key annual objectives tending to favour one-year cycles, 

those oriented to accountability four years:

If w e look at this issue from the perspective of assisting principals to achieve  

continuous professional growth or developm ent [...] I would say one year. 

(P 1 K .Q 5 .2 )

If you w ant to review objectives every four years [...] then it will be too long. 

Actually, the review should be done each year! (P 7 N .Q 5 .2 )

Because if it is too long then timely feedback will be insufficient. (S 1K .Q 5.2 )

If one year [...] then w e can appropriately find som e issues or m ake rem edies or 

im provem ent or give som e advice and counsel. (S 4 C .Q 5 .2 )

If in two years, three years or four years, then it will be too slow! (P 6 C .Q 5 .2 )

A s ...th e re  will be a key point of promotion for each year [...] the cycle should be 

one year. If it is aiming to review the overall perform ance of the principal, it 

should be four years (P 9 N .Q 5 .2 )

If it is to assist principal selection, then it could be appropriate to have a cycle of 

four years. Again, the cycle could be one year if it is set for the annual appraisal 

of principal perform ance (P 1K .Q 5 .2 )

As newly appointed principals were required to reach an understanding of and 

establish school development plans in the first year of office, it might be 

appropriate for the first cycle to be two years and subsequent cycles one year:
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W hen newly appointed principals enter into a new environm ent (school), they 

m ay need som e tim e to learn about their environm ent and set up school 

operational objectives; so that their perform ance m anagem ent should begin 

from next academ ic year. This means that the first appraisal cycle should be 

two years and subsequent cycles one year [...]. A  one-year cycle could be OK  

for those principals reappointed in the sam e schools. (P 4 C .Q 5 .2 )

7.1.4 Planning advisory functions

The literature suggests that the character, background and duties of advisers 

are critical elements in whether performance management can effectively 

accomplish the purposes expected of it (see Section 5.3). Accordingly, 

Questions 5-10 asked about their qualifications, abilities and competencies, 

sources of recruitment, professional training and certification, management, 

employment, selection and appointment.

7.1.4.1 Can inspectors be advisers?

In Taiwanese schools principal performance is managed through Education 

Bureau inspection systems. Inspectors’ qualifications are determined by a 

wider public administration system so that those in Bureaus of Education in 

various counties/cities may not all have educational backgrounds. They may 

well be qualified for conducting administrative inspections but may not be 

competent as educational professional inspectors:

If it is set up to really fulfil the purpose of developm ent for principals, I feel that 

there will be dem ands for external advisers. (A 6M .Q 5 .3A )

Considering the present inspection system, it is actually difficult for inspectors 

to offer advice to principals. Hence, it is necessary to provide additional 

personnel to give professional support for principals. In other words, it is 

necessary to have external advisers. (A 5N .Q 5.3A )
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W ho can be supporters, counsellor or supervisor [...] or can act as the mentors.

(A 1K .Q 5 .3A )

7.1.4.2 Qualifications required of advisers

As to the qualifications and competencies required of advisers, the mean 

scores of all respondents to each the eleven substantive items of Question 5 

was never less than 3.43, ‘Good personality characterics” (Q5.11, m=3.69) 

ranked highest, with ‘Communication and interpersonal skills’ (Q5.7) at 3.66, 

‘Problem diagnosis ability* (Q5.5) 3.65, ‘Administrative management ability’ 

(Q5.4) 3.64, ‘Professional knowledge about education’ (Q5.2) 3.62, 

‘Strategy planning ability’ (Q5.3) 3.60, ‘Counselling abilities and skills’ (Q5.9) 

3.51, ‘Human resource management skills’ (Q5.8) 3.48, ‘Data collecting and 

analysis ability’ (Q5.6) 3.4, ‘Ability in developing action plans’ (Q5.10) 3.47 

and ‘Experience of running schools’ (Q5.1) 3.43. As to this last item, the 

reaction of PriSPs was significantly stonger than that of EdAs (see Appendix 

E), as it was for ’Experience of running schools’, ’Professional knowledge 

about education’, and ’Data collecting and analysis’. These responses, while 

stressing personality traits and communication skills also ask for problem 

diagnosis and relevant counselling capabilities and skills. Experience would 

suggest that these commonly go hand in hand.

Interviewees also believed that as advisers would provide counsel to 

principals they ought to exceed them in competency, experience and 

academic knowledge so as to ensure acceptance, paticularly in regard to 

communication skills, leadership, educational expertise, interpersonal 

relationships, familiarity with the job, a masters’ degree or above and 

excellent performance in running a school or rich experience in educational 

administration, as well as the exalted character, justice and integrity:
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The adviser should be better as a person receiving the approval of principals 

due to his com petencies including domain-specific knowledge and capabilities 

[...] in such areas as ...m anagem ent, leadership, adm inistration and 

com m unication, as well as his reputation, etc. (A 2K .Q 5.3B )

Advisers should certainly have communication capabilities as they would have 

to teach o thers ...they  should also present leadership [...] dem onstrate their 

educational expertise [...] understand how to assist principals in running 

schools [...] and know about h o w to  deal with interpersonal relationships. [...] To 

guide a principal you will have to be more proficient than he/she is. W hatever 

capability a principal needs, advisers must have such a capability or even be 

m ore capable than principals. Without these, how can you guide the principal? 

[...] Besides, there are som e necessary conditions regarding academ ic degrees, 

w here a M asters ’ degree in the relevant areas such as educational 

adm inistration is a must. Nowadays, the great majority of principals hold 

m asters’ or doctoral degrees and advisers should have better qualifications in 

every regard. (A 4C .Q 5 .3B ) [...]

Also, they need to have a very lofty personality...that is, they must have  

excellent deportm ent, justice and integrity. (S 8N .Q 5 .3 .2 )

7.1.4.3 Where should advisers come from?

As to the most suitable candidates for advisers (Q6), the mean scores given 

by respondents to its five items ranged from 2.99 to 3.27 points, signifying 

agreement, if rather more weakly than to those of Question 5. In order of 

descending approbation, item scores were: ‘Other excellent principals’ (Q6.4, 

m=3.27), ‘Qualified advisers trained’ (Q6.3, m=3.13), ‘Inspectors of the 

Bureau of Education’ (Q6.1, m=3.09) and ‘Scholars and experts from higher 

education institutions’ (Q6.5, m=2.98). EdAs approved significantly more 

strongly than PriSPs and JHSPs of advisers being selected from among 

inspectors, while PriSPs favoured significantly more highly ‘Other excellent 

principals’ and those qualified and trained by the government than did EdAs. 

We might say that, on balance, respondents believed that ideally candidates
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should be excellent principals or those trained as advisers rather than 

inspectors or scholars.

Interviewees also held the view that some excellent incumbent or retired 

principals would tend to have better knowledge of schools through successful 

experience of practice, though they were concerned about the limited 

availability of time among busy, incumbent principals. Some regarded 

inspectors as unsuitable, their qualification for appointment resting on public 

administration expertise not experience of teaching or school leadership, 

though some might be appropriately trained. Such lack of professional 

teaching expertise was likely to be mistrusted by principals. Scholars as 

advisers should also have experience in either administrative management or 

practical school affairs:

The source of part-tim e advisers [...] would probably be excellent incumbent 

principals, retired principals or those with practical experiences in universities 

[...] while I feel that either those people who have once been principals or those 

with practical experiences in educational administration would more likely be 

adaptable as advisers because they have undergone practical work on site and  

can be very experienced in the overall developm ent of schools. But they still 

need [...] training and intensification of their abilities in perform ance  

m anagem ent (S 4 C .Q 5 .3 C )

Excellent incum bent principals should be OK but I am  afraid that they might be 

too busy because they have their own schools to m anage. So the problem is 

the tim e they have! (P 9 N .Q 5 .3 C )

S om e inspectors are not from educational administration system s and they 

have never served in schools befo re ...how  can they undertake the inspection 

of school principals? (P 7 N .Q 3 )

If candidates are inspectors or section chiefs of Bureau of Education they could 

be O K because they have long served in education administrative units and 

also have accessed everyday school adm inistrative affairs except that they lack
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som e know-how on the internal administration of schools [...]. But such 

knowledge can be well intensified through study and training. (P 4 C .Q 5 .3C )

O f course, scholars and experts would be another option. H ow ever I 

som etim es feel that if so-called scholars and experts have no experience in 

either educational adm inistration or schools or are actually inexperienced their 

ideas or view s could be a bit too idealistic [...]. So it is quite critical for 

candidates to have previous experience of service in schools. (A 4C .Q 5 .3C )

7.1.4.4 Who was suitable?

Respondents generally agreed that advisers should accept professional 

training to obtain certification (Q7, m=3.49), PriSPs and JHSPs doing do 

significantly more strongly than EdAs. But the paradox remained that those 

deemed most acceptable, particularly to principals, were anticipated to be the 

busiest, precluding their extensive training:

Professionals should have a certain recognition of school operations, ideally 

they have been school principals, then recruited by educational authorities and 

able to undergo the training process [...] so that they will have acquired a deep  

insight into the current operation of schools, prevailing education policies and 

the future of education. In this w ay they can be more qualified for advisory work. 

(P 4C )

I think it’s very hard to organise on-job training. Because if recognised 

candidates are  w idely praised principals or scholars and have high academ ic or 

adm inistrative status it is quite difficult to ask them to be trained [...] So unless 

training program m es last only two or three days, it might not be quite 

acceptable to them . (A 1 K .Q 5 .3D )

7.1.4.5 Training modalities

Respondents on balance believed that central government should establish a 

PPM adviser selection pool that could be used by local governments or 

schools (Q8, m=3.32), again PriSPs doing so significantly more than EdAs.
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Interviewees also saw that local education authorities, having consulted their 

actual recruitment requirements and human resources, might recommend 

suitable candidates as advisers to be provided by central government with a 

single form of training, establishing a nationwide pool of advisers from which 

they might subsequently be selected in accordance with actual demand. Such 

a practice would not only create substantial economic benefits but also ensure 

that advisers received comprehensive training:

I feel that the training program should be conducted by central governm ent, but 

candidates recruited or recom m ended by local authorities. It is because each  

place has its own distinctive specialty or features and the local education 

authority will base recom m endation of candidates on its own dem ands [...] It 

would be ideal if central governm ent undertook training provision and 

candidates selected w ere  of high quality [...] W hen they are well-trained and the 

m anpow er established in term s of different regions, then local education  

authorities can with benefit select advisers for their principals through this talent 

pool (P 4 C .Q 5 .3 D )

7.1.4.6 Employment modalities

52.7% of respondents to Question 9 believed that advisers should be the 

full-time, 42.6% part-time, with no statistical significance between 

employment categories (Appendix E). At interview some proposed that either 

excellent, incumbent or retired principals could be temporarily seconded to act 

as full-time advisers:

It would be optim al if they worked as full-timers since full-timers will differ from 

part-timers in both their assum ption of job duties and attitudes towards work. If 

they work as full-tim ers [...] they could be much more dedicated [...]. If they 

work as part-tim ers they would have to deal with their own work. If their own 

work is too busy, they would have to reduce tim e for counselling 

correspondingly. (P 6 C .Q 5 .3 .5 )
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Full-timers should be better. For part-timers, the workloads would be too 

h eavy ...th e ir counselling for principals would becom e superficial or formulaic 

(P 8 N .Q 5 .3 E )

On the other side, it is possible to temporarily transfer excellent incumbent 

principals and ask them  to specialise in counselling work. In this way, it would 

be easier for advisers to work well, without controversy (P 4 C .Q 5 .3E )

Two years or three years later [...] after counselling work is done they can well 

return to schools to work as principals. So I believe that full-timers could be 

better. (S 3 K .Q 5 .3 E )

However, interviewees knew it would be difficult to employ full-time advisers in 

the absence of laws or regulations for their employment, difficult local 

government financial conditions and current policies of curtailing public 

employment. Using part-timers was much more feasible and its benefits 

manifest if they were incumbent principals extending their experience of 

running schools, in plentiful supply, at relatively low expense, even though in 

danger of distraction from counselling work by their main employment. Each 

local authority might be allowed to work out its own mix:

I quite agree  that advisers should be full-timers and it would be best practice. 

But it can be hardly realised as there is currently no legal decree as the 

foundation (A 3 K .Q 5 .3E )

In the absence of resources, w e can just provide part-time incumbent or retired 

principals with a small allow ance entailing a small financial burden. W hen the 

resources are  available, w e may then proceed to employ full-timers. 

(A 6 M .Q 5 .3E )

In my view  it would be better to have simultaneous existence of both full-timers 

and part-tim ers in consideration of their career growth. The reason is that when 

the part-tim er is a principal with excellent perform ance and practical 

experiences, he/she would be capable of working very seriously at counselling 

[...] but if there w ere  som e places where som ebody was willing to be involved in
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full-time counselling work, I think it would also be quite good. (P1K.Q5.3E)

7.1.4.7 Adviser selection and appointment

In a n s w e rin g  w h o  sho u ld  b e  re sp o n s ib le  fo r se lec tin g  p rin c ip a ls ’ adv isers  

(Q 1 0 ) , n e a rly  tw o  th ird s  o f re s p o n d e n ts  said  th a t it sho u ld  b e  E d u catio n  

a d m in is tra tiv e  a u th o ritie s  fo r sch o o ls  (6 2 .3 % ), fo llo w ed  by L oca l E d u catio n  

C o m m itte e s  (2 0 .6 % )  a n d  L o ca l G o v e rn m e n t P rin c ip a l S e le c tio n  C o m m itte e s  

( 1 2 .5 % ). T h e re  w e re  o n ly  a  v e ry  sm all n u m b er o f re s p o n d e n ts  w h o  b e liev ed  

th a t P a re n ts ’ C o m m itte e s  fo r S c h o o ls  should  b e  re sp o n s ib le  for such  

e m p lo y m e n t (0 .9 % ) .  A g a in , th e re  w a s  no statistica l s ig n ifica n c e  in d iffe re n c es  

b e tw e e n  e m p lo y m e n t ty p e s . S u c h  re sp o n se s  s u g g e s t w id e  a c c e p ta n c e  o f the  

v iew s  th a t ‘p o w e r  sh o u ld  c o rres p o n d  to d u ty ’ a n d  o f ‘w h o e v e r  is boss o f a  

schoo l sh o u ld  h a v e  th e  right to  u n d e rta k e  s u p e rv is io n ’

A s  to w a y s  o f s e le c tin g  a d v is e rs , s o m e  in te rv ie w e e s  in d ic a ted  th a t they  

sho u ld  b e  d e c id e d  by th e  m a in  p u rp o se  o f a  P P M  sys tem ; if d e v e lo p m e n t w as  

to b e  e m p h a s is e d , p rin c ip a ls  sho u ld  b e  a llo w ed  to s e le c t s u ita b le  a d v is e rs  for 

th e m s e lv e s  a c c o rd in g  to  th e ir  sp ec ific  n e e d s , if p rinc ipal s e le c tio n  or o th er 

s u m m a tiv e  p u rp o s e  w a s  u p p e rm o s t, local ed u catio n  au th o rities  sho u ld  b e  in 

c h a rg e  o f a s s ig n m e n t o f a d v is e rs  fo r e a c h  principal:

It all depends on the question ‘why use this sort of management system?’ If it is 
only for the purpose of helping principals to acquire professional growth or 
assisting them to make improvements, it would be ideal if they could select their 
own principals first and then recommend their choice to Bureaus of Education 
for final appointment [...] If it is for principal selection then it is necessary for 
Bureaus of Education to assign these advisers. (A1K.Q5.3F)

In th e  in te re s ts  o f in ten s ify in g  m u tu a l trust, as  w e ll as  o f ass isting  princ ipals  to 

m a k e  im p ro v e m e n t, w h ile  e n s u re  th e ir accountab ility , s o m e  in te rv iew ees
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indicated that it might be appropriate to allow principals to select two or three 

possible advisers, one of whom would be selected by the educational 

authority:

It would possibly need to take account of both sides. I think it could be better for 

exam ple  to let the principal recom m end two or three candidates first and then 

to request the educational bureau to m ake the decision about appointment. 

Because w hen assignm ent of advisers is top down it m ay not necessarily m eet 

principals’ requirem ents. In contrast, if principals are allowed to select advisers 

fully by them selves, they m ay choose the most fam iliar person offering little 

pressure, instead of considering their professionalism [...] So if principals can 

take initiatives to recom m end their own advisers and then Educational Bureaus  

can m ake final decisions about appointments [...] it would be possible to take 

account of the needs on both sides. (P 1K .Q 5.3F )

Other interviewees believed that it should be stipulated that an adviser should 

work with the same principals for up to three consecutive years, thus avoiding 

over-familiarity, collusion or avoidance of difficulties, lowering objectivity and 

effectiveness between principals and their advisers:

I think it is still necessary to regulate the length of tim e that advisers work in the 

sam e school, because C hinese highly friendship value, especially after 

knowing each other for a long time period. Having becom e too fam iliar with 

each other, it could m ake fairly difficult to say something serious. Besides [...] 

advisers cannot work too long since they m ay develop preconceptions about 

schools [...]. So it could be m ore helpful to schools to replace them  with others 

w ho offer advice (P 5 C .Q 5 .3 F )

W h en ever you focus on advice only from a certain person there will be the likely 

presence of blind spots. (P 1 K .Q 5 .3F )

7.1.4.8 Payment of Advisers

Respondents only very slightly agreed that if advisers were full-timers their
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pay should higher than those of principals with whom they worked (Q11, 

m=2.73) but were rather more positive about their payment being linked to 

how many cases they dealt with, if they were part-timers (Q12, m=3.06). This 

could be taken either to reflect a belief that that the performance of advisory 

functions was less important than the qualities of those who performed them 

or signify a deeply engrained link between remuneration and authority in the 

system. They were equally divided about whether payments to them (Q13) 

should be the responsibility of the MOE (50.1%) or local governments (50.1%), 

with no significant statistical significance between responses of those in 

different posts (Appendix E). Interviewees saw salary levels as representative 

of job stratification:

If w e em ploy advisers as full-timers their workload would be seen to be higher 

than that of principals. Thus it would be reasonable that their paym ent should 

also be higher (A 5 N .5 .3 G )

If principals are  tem porarily transferred from schools as full-tim e advisers their 

salary should be the sam e as principals and they should be given affirmation 

through certification of the work experience (S 3K .5 .3G )

If expenditure is too high it m ay be difficult for local governm ents to afford it. 

Therefore, it would be reasonable for part-time advisers to be given 

transportation a llow ance which would be acceptable to local governm ent...If 

they are incum bent principals costs can even be lower (A 1K .5 .3)

If they are part-tim e it would be reasonable that paym ent was related to 

num bers of cases they serviced (A 2K .5 .3G )

If they are part-tim e paym ent or such symbolic rewards as certification of 

having counselled so m any principals should be given. Salary would not be so 

im portance for principals (S 3K .5 .3G

If they are  part-tim e advisers transportation allowance should be enough  

because to be advisers is an affirmation which is of even more value than an 

allow ance (P 2 K .5 .3 G )
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If principals retired [...]  at fifty years [...] they would be willing to offer a tribute 

[...] transportation allowance should be enough [...]  because it is an honour! 

(P 7 N .5 .3 G )

Some principals thought that if a level of advisory principals given 

responsibility for PPM advisory work could be set up in the classification of 

principals, problems of full- or part-timeness could be solved:

If advisers w ere  to be paid as the level of principal it would be possible to 

design an advisory principal level in the principal classification and endow it 

with the duty of accounting for perform ance counselling. Advisory principals or 

expert principals could be full-time or part-time advisers and that would be great 

I think. (S 3 K .5 .3 G )

7.1.5 Professional standards for principals

Respondents tended to agree that government should set up national 

principal professional standards for appraising their professional development 

and performance in a PPM system (Q14, m=3.50), again with no significant 

difference between categories. It was possible to set up basic thresholds of 

professional standards, which needed to be enforceable, or else be 

established in vain:

I feel that basic principal profession standards should be necessary [...] but 

adaptation to local conditions should be also considered. (A 6M .Q 5 .4 )

If w e carried out objective and quantitative com parisons of performance  

appraisal, or even used such data as reference in the training of school 

principals, then I feel that it is necessary to set up such nationwide professional 

standards for principals. (A 5 N Q 5 .4 )

But, objections to the formulation of such standards were also made by some 

interviewees who believed that leadership was a kind of art and school
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m a n a g e m e n t q u ite  d iffe re n t to  o p era tin g  a  factory . S c h o o ls  g e n e ra te d  

d iffe re n t typ ica l fe a tu re s  a s  a  resu lt o f d istinct princ ipal le a d e rs h ip  s ty les , such  

th a t it m ig h t b e  o v e rly  rigid to w o rk  ou t s ta n d a rd s  th a t w e re  an yth ing  m ore  

than  id e a ls  qua  p ro fe s s io n a l b e lie fs  o r princip les:

Can we stop talking about standards, as standards need to be consistent? 
However, professional standards for principals are not standards in my eyes. If 
they are escalated to an upper level, they should be called beliefs [...] we 
should turn to talk about levels of ideas and principles. Such standards may 
sometimes involve operating concepts [...] In fact, the leadership of principals is 
a kind of art, and where you can not tell what kind of leadership is the best 
since it accords with a certain standard! (A2K.Q5.4)

The educational field is not complete reification. If standards had been 
specified, do you think they would become reified? Reviewing a school is 
absolutely different from a factory [...] school management [...] principal 
professional capabilities can be distinctive. Just because of the distinctiveness, 
the school can create its own features. If identical standards were set they 
would become too rigid! (S1K.Q5.4)

7.1.6 The key performance areas of principals

R e s p o n d e n ts ’ re a c tio n s  to w a rd  th e  tw e lv e  k ey  p e rfo rm a n c e  a re a s  (K P A s )  

o f p rin c ip a ls , e a c h  co n s titu tin g  a  s u b -item  o f Q u e s tio n  15 , s h o w e d  m e an  

s co res  o f a t le a s t 3 .1 8  p o in ts , ran g ing  from  a d m in is tra tiv e  m a n a g e m e n t  

(Q 1 5 .2 , m = 3 .5 0 ) ,  p rin c ip a l p ro fe s s io n  d e v e lo p m e n t (Q 1 5 .6 , m = 3 .4 7 ) , s tra teg ic  

p lan n in g  (Q 1 5 .1 ,  m = 3 .4 7 ) ,  cu rricu lum  a n d  instructiona l le a d e rs h ip  (Q 1 5 .3 , 

m = 3 .4 6 ) , s ta ff m a n a g e m e n t  (Q 1 5 .9 , m = 3 .4 3 ) , p ro fess io n a l d isposition  (Q 1 5 .5 , 

m = 3 .4 0 ) , m o ra l le a d e rs h ip  (Q 1 5 .4 , m = 3 .3 9 ) , a c h ie v e m e n t o f p rinc ipals ’ 

a n n u a l p e r fo rm a n c e  o b je c tiv e s  (Q 1 5 .1 0 , m = 3 .3 6 ) , pupil a tta in m e n t (Q 1 5 .1 1 , 

m = 3 .3 1 ) , p a re n ta l s a tis fa c tio n  (Q 1 5 .1 2 , m = 3 .2 5 ) , pub lic  re la tio n sh ips  (Q 1 5 .7 , 

m = 3 .2 3 ) , a n d  fin a n c ia l m a n a g e m e n t (Q 1 5 .8 , m = 3 .1 8 ) , y e t ag a in  w ith  no
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s ig n ifican t d iffe re n c e s  b e tw e e n  e m p lo y m e n t c a te g o rie s . T h e y  re flec t 

d is tinctive  re q u ire m e n ts  o f p rinc ipal p e rfo rm a n c e  in T a iw a n  w h ich  a re  d iffe rent  

fro m  th o s e  o f B rita in  o r N e w  Z e a la n d . In th e  la tte r com m u n ity -co n tro lled , 

s c h o o l-b a s e d  m a n a g e m e n t  is w id e ly  a d o p te d , resp o n sib ility  for w hich  

princ ipals  p a y  a  g re a t  d e a l o f a tten tio n , a long  w ith  pupil a tta in m e n t, paren ta l 

satis fa c tio n , p u b lic  re la tio n s h ip s  an d  fin an c ia l m a n a g e m e n t. T h e s e  item s  

c o m e  re la tiv e ly  lo w e r in th e  h ie ra rc h y  o f key  p e rfo rm a n c e  a re a s  reco g n ised  

h ere . T h is  is p o s s ib le  b e c a u s e  d u ties  o f ad m in is tra tive  m a n a g e m e n t h av e  

b e e n  trad itio n a lly  th o u g h t o f as  c en tra l to o u r b u re a u c ra tic  s ys te m , w h ile  

o b jec tive  s ta n d a rd s  fo r pupil a tta in m e n t h a v e  not b e e n  e s ta b lis h e d  and  

p aren ts  a re  no t s e e n  a s  le g a l e m p lo y e rs  o r m a n a g e rs  o f o u r schools. 

M o re o v e r, th o u g h  p u b lic  re la tio n s  a re  im portan t, th e y  s e rv e  o n ly  as  m e a n s  

ra th e r th a n  e n d s , w h ile  sch o o l fin an c ia l m a n a g e m e n t is c le a rly  re g u la te d  by  

w id e r fin a n c ia l m a n a g e m e n t  s y s te m s  u n d e rta k e n  by fu ll-tim e  a cc o u n tan ts  in 

sch o o ls  a n d  is le ss  in th e  contro l o f an d  less im p o rtan t to  o u r princ ipals .

In te rv ie w  e v id e n c e  c o n c u rre d , w ith  sp ec ia l e m p h a s is  is on  p erso n a lity  traits  

an d  in te rp e rs o n a l re la tio n s h ip  skills  o f p rinc ipals , th e  fo rm e r re fe rre d  to in 

te rm s  o f th e  p ro fe s s io n a l d ispo s itio n  o f p rinc ipals , such  a s  lo ve, em pathy, 

e d u c a tio n  v a lu e s  a n d  m o ra ls , th e  la tte r involving both in tern a l a n d  ex te rn a l 

re la tio n s h ip s . T h e  b e lie f  w a s  th a t if princ ipals  w e re  skilled  in d ea lin g  with  

in te rp e rso n a l re la tio n s h ip s , sch o o l m a n a g e m e n t w o u ld  run v e ry  sm ooth ly:

Whether a school is good or bad can be probably manifested at two levels: the 
first level is interpersonal relationships and the second capabilities for 
leadership. There would be possibly no problems if things on both levels are 
well undertaken. Interpersonal relationship involves both internal and external 
relationships. The capabilities of leadership would be demonstrated in 
administration and teaching. When issues in both areas are sorted out I guess 
there will no big problems in schools. (P7N.Q5.5)
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First would be the personality traits and professional ideas of principals. They  

would serve as the start of everything in my eyes ...n am ely  the  

values...personality  and integrity [...] Secondary would be professional 

capabilities, now capabilities of curriculum and instructional leadership are 

highly em phasised [...]. M oreover...it would be public relationship ability [...] I 

used to [...], w henever I saw  [...] a principal of this type, I would disdain him very 

much [...] as he used to drink with people everyday. But after I becam e a 

principal of the school, I began to feel that it is also a kind of important ability for 

principals to obtain big funds or donations for schools just through pleasant and 

happy m eetings (P 2 K .Q 5 .5 )

Principals should be m ainly responsible for work relating to implementation of 

policies [...]  during the im plem entation of policies the most important things 

would be leadership and com munication skills [...] personality traits [...] nam ely  

a kind of love and em pathy would also be rather critical. (A 1K .Q 5 .5 )

And also public relationships [...] principals’ curriculum leadership...and  

instructional leadership. (A 3K .Q 5 .5 )

It is also im portant to build up the atm osphere of the organisation [...]. W hen  

schools can work collectively and collaboratively their strengths are very 

powerful (A 4 C .Q 5 .5 )

As for students [...] their attainm ent [...] has not been em phasised yet. 

(A 5 N .Q 5 .5 )

7.1.7 Appraisal standards

On each of the items concerned with setting up appraisal standards, whether 

they might to be constructed to assist principals to improve deficiencies or 

promote professional development (Q16), or to carry out principal 

selection/rewards (Q17), respondents produced scores with means between

3.01 points (application of standardised appraisal standards to all t principals, 

Q16.3) and 3.38 (adopting both standardised and individual appraisal, Q16.1),
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again without significant job type differences. Some interviewees indicated 

that performance standards should be set both in accordance with essentially 

uniform requirements for every principals and different standards which took 

into account the environment and context of each individual school:

I think that w e  should take account of both the display of perform ance results 

and the process in which efforts are m ade to achieve such results [...] 

(P 1 K .Q 5 .7 ) Using a m inim al, uniform standard and then applying relatively 

discrepant ones taking into account the limits of environm ent, conditions and  

com petencies betw een different schools. (A 1K .Q 5.6)

If a uniform standard is to be used it should be a minimal standard, while other 

standards should be applied in accordance with the different conditions of each  

school. (A 4 C .Q 5 .6 )

The  lowest standard is to set basic perform ance levels for a principal. For 

exam ple, for my own teachers, I must attend their wedding cerem onies or 

funerals. And this should be the lowest standard. For m y direct superiors, I 

must attend such events as well. And this can be also counted as a lowest 

standard as it is essential to hum an relationships [...] But given that I need to go 

out soliciting contributions at noon each day, which is very hard for m e to do, 

som e m ore weight should be given here [...] I think it would be O K for m e to just 

fulfil m y own duties . (P 2 K .Q 5 .6 )

However, if performance management is conducted with an eye to improving 

performance, appraisal standards should allow for conditions in individual 

schools and focus on the effort and contribution of principals in that context. 

Uniform indicators or standards should not be adopted if the results of 

appraisal are to be fair:

Currently, the  greatest problem associated with the appraisal of principals lies 

in the use o f uniform standards, w here indicators or criteria for judgm ent are all 

the sam e, so that real im provem ent arising from principals’ efforts can hardly be 

re flec ted ...thus  I feel that relative standards should prevail over those of 

uniformity because standards of uniformity m ay have excluded allowance for
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the different backgrounds and standpoints of schools [...] In cases of principals 

assigned to very good schools w hose perform ances rem ain fine even if they do 

not m ake any progress, it will be very unfair (A 5N .Q 3)

I believe that an appraisal w on’t be objective if it is conducted to only look at 

your results rather than at w hat behaviours you had at the start [...] So before a 

principal com es to office it is requisite to list the basic conditions of the school, 

pupil attainm ent, perform ance of teachers and the original perform ance of 

school and m aking com parisons with such data after four years of school 

operation [...] But these are  not available now, appraisal just looks at your 

achievem ents, not at your efforts. (P 9N Q 3)

as each school would have its own size, features and prospects for 

developm ent, each school should evaluate its perform ance in v iew  of its own 

targets o f school m anagem ent. So I think that standards should not be uniform. 

(P 4 C .Q 5 .6 )

the purpose of principal perform ance m anagem ent should help principals to 

review  w here  their deficiencies exist in running schools. So  I would tend to 

agree with standards based on specific conditions and environm ents, where  

focus should be laid on offering advice to principals so that they can m ake  

im provem ent, rather than just prove that they are at a distance from my own 

targets. (A 5 N .Q 5 .6 )

7.1.8 Preparatory data collection methods and tools

Respondents tended to agree that data collection methods and tools should 

be completely designed in advance (Q18, m=3.64), with no significant 

difference of view between those in different posts (Appendix E). However, 

some methods and tools used in principals’ appraisal in many local 

government areas in Taiwan were either oversimplified or overly dependent 

on simple rating scales, insufficiently planned or explained and swiftly 

executed (see Section 4.4.3), affording little useful information:

I think that both m ethods and tools of appraisal need to be prepared in advance
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[...] w e must have a clear idea of indicators of appraisal. Also, w e must be 

advised in advance of how appraisers will gather data and what data they 

would expect us to provide. O therw ise, if they com e and ask me to provide 

such data, suddenly I would have no w ay to give them  the information right 

away. B ased on your experiences, do you think my apprasial scores will be 

affected in this situation? This would be unfair. (P 6 C .Q 5 .7 )

(N ow ) tim e for principal appraisal or school evaluation is too short. If it is too 

short then w hat you can find would all be of superficial validity and you will have 

no w ay to acquire deep  insight [...] Usually appraisal lasts for half a day, only 

even about three hours! (P 5 C .Q 3 )

7.1.9 Other preparatory work and ancillary measures

Respondents again tended to agree, without difference between posts, that 

prior to the implementation of policies, explanatory meetings, with a relevant 

instruction manual, should be held (Q19, m=3.59) (Appendix E). Especially if 

the concept of PPM was to differ from usual appraisal the trust of principals 

should be first gained and they should be made to feel that they were being 

respected:

After the overall design is com pleted it is necessary to hold an explanation  

session prior to its com m encem ent so that everybody can understand how this 

set of system s will be im plem ented (A 1K .Q 5.8).

As a lack of understanding of the system will create a lot of difficulties as to its 

fulfillment [...] it is possible to provide com plete written data concerning the plan 

via an explanation session, a lecture o r a  discussion (P 4 C .Q 5 .8 )

so that principals will not panic psychologically [...] and will have psychological 

preparation (A 3 K .Q 5 .8 ). It is very important to com m unicate with principals and 

thereby elim inate their disquiet (A 4C .Q 5 .8 )

Interviewees also referred to other, ancillary measures to be taken prior to 

implementation of policies involving positioning of policy targets (S6C.Q5.8),
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e s ta b lis h m e n t o f in d ica to rs  a n d  s ta n d a rd s  o f a p p ra is a l (A 1 K .Q 5 .8 ) , des ig n  o f 

v ario u s  a p p ra is a l fo rm s  (S 6 C .Q 5 .8 ) ,  tra in ing  o f e x te rn a l a d v is e rs (A 4 C .Q 5 .8 ,  

P 2 K .Q 5 .8 ) , p o licy  leg itim isa tio n  (P 1 K .Q 5 .8 ) , p ilot s c h e m e s  (P 1 K .Q 5 .8 ;  

P 6 C .Q 5 .8 ;  P 8 N .Q 5 .8 ) ,  re le v a n t m e a s u re s  to p ro v ide  re w a rd s  a n d  e n c o u ra g e  

p ro fe s s io n a l g ro w th  (P 2 K .Q 5 .8 ) ,  fin an c in g  o f e x p e n s e s  fo r im p lem en ta tio n  

(P 6 C .Q 5 .8 ;  S 1 K .Q 5 .8 ) ,  a s  w e ll a s  th e  im p o rtan c e  o f im p le m e n tin g  te a c h e r  

p e rfo rm a n c e  m a n a g e m e n t  s im u lta n e o u s ly  (S 8 N .Q 5 .8 )  as  m e a n s  o f exhib iting  

p rin c ip a ls ’ e ffe c tiv e n e s s . S o m e  in te rv ie w e e s  th o u g h t th a t d iffe ren t m o d e ls  of 

P P M  w o u ld  b e  a p p lic a b le  to sch o o ls  o f d iffe ren t ty p e s  a n d  th a t flexib ility  

sho u ld  b e  a llo w a b le  in th is  re g a rd , as  long as  po licy  p u rp o se s  cou ld  be  

a c h ie v e d :

Different models should be available in schools of different types, while flexible 
means should be allowed. It is all right that there should be a set of rules in the 
system but there should also be alternative ways. It is inadvisable to rigidify 
everything and if the whole system becomes rigid there will be no way to alter it. 
So whatever the model is it must allow for different types of schools if it is to 
survive [...] Otherwise when the policy is announced it will vanish as usual 
(P7N.Q5.8)

7.2 How Implementation Should be Carried Out

T h is  sec tio n  a im s  to  a n a ly s e  th e  v iew s  a n d  re ac tio n s  o f partic ipants  

c o n cern in g  v a rio u s  p ro b le m s  o f im p le m e n ta tio n  e lic ited  v ia  Q u e s tio n s  1 7 -4 3  

of th e  q u e s tio n n a ire  (s e e  A p p e n d ix  A ) a n d  th e  co rresp o n d in g  item s Q 6 -Q 6 .7  

on th e  in te rv ie w  s c h e d u le  (S e e  A p p e n d ix  C ).
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7.2.1 Performance agreement

R e s p o n d e n ts  a c ro s s  post c a te g o rie s  did not g e n e ra lly  a g re e d  w ith  th e  notion  

th a t p rin c ip a ls  s h o u ld  s ign  p e rfo rm a n c e  a g re e m e n ts  w ith  th e ir local edu catio n  

a u th o rities  on  th e  s u b je c t o f p e rfo rm a n c e  o b jec tive s  during  th e ir fo u r-y e a r  

te rm  (Q 2 0 , m = 2 .8 5 )  (A p p e n d ix  E ). S u c h  am b ig u ity  w a s  e v id e n t in in terv iew  

re sp o n se s ; s o m e  a p p ro v in g  o f th e  c o n c ep t w h ile  o th ers  a rg u e d  th a t s igning a 

c o n tra c t m ig h t b e  o n ly  triu m p h  o f fo rm  o v e r s u b s ta n c e . S o m e  in te rv ie w ee s  

w h o  a g re e d  w ith  s ig n in g  a g re e m e n ts  m a in ly  b e lie v e d  th a t it w o u ld  s ign ify  the ir 

c o m m itm e n t a n d  re sp o n s ib ility  fo r th e  fu tu re  o p era tio n  o f th e ir schoo ls . As  

such , it w o u ld  re p re s e n t both  a  kind o f p re s s u re  a n d  a  driv ing  force. 

P e rfo rm a n c e  a g re e m e n ts  o f th e  sort fou n d  in c u rren t p rinc ipal se lectio n , in 

w hich  c a n d id a te s  u tte re d  b eau tifu l v is ions for th e  schoo l a b o u t w h ich  they  

w e re  like ly  to d o  n o th in g  a fte r  th e y  w e re  a p p o in ted , w e re  to  b e  a v o id e d . T h e y  

a lso  a d m itte d  th a t if th e y  w e re  to s ign a g re e m e n ts  th e y  w o u ld  b e  s o m e w h a t  

re s e rv e d  a b o u t c o n tra c tu a l o b jec tive s , w h ich  w o u ld  n e e d  to  b e  re la tive ly  

p ra g m a tic  to  a llo w  fo r flex ib ility  as  tim e  w e n t by a n d  c o n tex tu a l c h a n g e  took  

p lace:

I would agree with the signing of agreements so that principals can be 
motivated to assume responsibilities for this school (A1K.Q6.2)

So that the principal will not give a sputtering lecture at the time of principal 
selection but accomplish nothing in the end. This can also be regarded as a 
kind of honesty (A4C.Q6.2)

The principal will have to work whole-heartedly whenever he signs an 
agreement. But this would be positive pressure...As far I am concerned, I can 
well accept this practice but I will be reluctant to set up performance targets 
therein so that I will not have to bear too heavy a burden in the coming four 
years (P1KQ6.2)
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I would support the signing of an agreem ent but the agreem ent should...be  

adjustable and am endable [...] perhaps [...] the agreem ent can not be finalised 

due to environm ental changes. So it needs to be transform ed [...], and to be 

flexible in this w ay  [...]. (P 6 C .Q 6 .2 )

Others saw no need to sign agreements, as objectives within relatively long 

four-year agreements might change in accordance with school circumstances. 

If principals had to focus their attention only on accomplishing these 

objectives, ignoring others, the values and significance of school 

management would be lost. Moreover, if no more resources were 

appropriated or teacher support was not secured, no targets could be 

achieved even over four years. And it might happen that when principals 

simply wanted to reach their aims but neglected the means, negative effects 

could be produced:

It will be too form al to sign an agreem ent [...] the negative effects are [...] you 

m ay be distrusted by others when you have to m ake som e adjustments in the 

process, or you fail to do som ething you cannot expect. O r even [...] in the 

process there m ay be som e events w here unscrupulous methods m ay be used 

to achieve the main targets. (S 4 C .Q 6 .2 )

Achieving contractual objectives [...] is not simply the principal’s own issue [...] 

the quality o f teachers  and students, som etim es it is really difficult to keep these  

under control [...] A  period of four years is rather long and I would rather set up 

objectives each year and then try to achieve them  (S 8 N .Q 6 .2 )

In this way, principals would experience greater dissatisfaction with 

arrangem ents [...]  I am  selected to work here, and have to m ake such promises 

but after I start to work at this school [...] som e promises are impossible to fulfil 

[...] thus, principals will have to bear even greater pressure [...] Therefore, the 

requirem ent to sign an agreem ent m ay cause greater opposition from principals 

[...] I think it would be acceptable to assist principals to carry out their work in 

accordance with annual perform ance objectives with the help from such a 

supporting system . (A 3K .Q 6 .2 )
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In the event that an agreement needed to be signed, some interviewees 

proposed that it should occur after principals came to office at their new 

schools. It was quite appropriate to put forward an agreement in the first year 

of principals’ terms. Indeed, it might be possible to require principals to 

propose their own visions and objectives for their schools in their preliminary 

school development plans before selection, to be resubmitted for agreement 

as actual plans during the first term, only after they had discussed matters 

with colleagues. Then, such an agreement could be fulfilled in accordance 

with annual performance objectives that they would be required to set up with 

advisers and amended, if and when necessary. In this way, principals can be 

prevented from formulating simplistic or less challenging objectives, worried 

that they might be unable to achieve those set at a higher level:

N ow  w e are  asked to prepare a School M anagem ent Plan in the process of 

principal selection [...] but w hether I should fulfil every target at this school, it 

seem s there  is a great discrepancy here [...]. Actually if I am  allowed to learn 

about the school and com m unicate with other staff after I com e to it [...] and 

then m ake  revisions, it would be practicable (P 5 C .Q 6 .2 )

T h e  ag reem en t [...] is tantam ount to my own plan for school developm ent [...] 

H ow ever [...] about the real developm ent of this school, I still have my own 

thoughts, which m ay be changed a year later [...] If I can seek advice from 

advisers there  will be possibly m ore c lear directions for me (P 9N .Q 6 .2 )

T he  tim e of signing should be in the first year of my tenure, probably by the time 

w hen I finish school self-evaluation and m ake a com m on com m itm ent with 

school colleagues. (S 6 C .Q 6 .2 )

I would accept the agreem en t but should it be handled formally? The culture of 

Taiwan could turn the agreem ent into trouble for principals. Even if a principal 

can carry out the agreem en t completely, outside people could still compare 

him /her with others [...] thus creating biased pressure [...] It is also a risk to sign 

agreem ents  before the four year term  of the principal as principals cannot 

acquire a real perception of the school, so it should be signed [...] in the first
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year (A2K.Q6.2)

7.2.2 Performance objective setting

S ix  q u e s tio n s  re la te d  to  th e  setting  o f a n n u a l p e rfo rm a n c e  o b jec tives  for 

principals: t im e  o f o b je c tiv e  se ttin g  (Q 2 1 ) , s o u rc es  o f o b jec tive  setting  (Q 2 2 ), 

w a y s  o f d e c id in g  o b je c tiv e s  (Q 2 3 ) , setting  b as ic  item s (Q 2 4 ) , n u m b e r of 

p e rfo rm a n c e  o b je c tiv e s  (Q 2 5 )  a n d  p rin c ip les  o f setting  o b jec tive s  (Q 2 6 ) ,  

pro d u cin g  re s p o n s e s  w ith  m e a n s  o f not less  th a n  3.11 poin ts , w ith  no  

s ig n ifican t d iffe re n c e  b e tw e e n  re s p o n d e n ts  in d iffe re n t p osts, e x c e p t fo r Q 2 2 .2  

a n d  Q 2 3 .1  (A p p e n d ix  F ).

7.2.2.1 Time of objective setting

R e s p o n d e n ts  on  b a la n c e  a g re e d  th a t p rin c ip als  sho u ld  se t an n u a l 

p e rfo rm a n c e  o b je c tiv e s  a t th e  b eg in n in g  o f e a c h  a c a d e m ic  y e a r  to  g u id e  the ir 

efforts  (Q 2 1 , m = 3 .2 6 ) ,  in te rv ie w e e s  a lso  b e liev in g  th a t in c u m b e n t princ ipals  

sho u ld  find  no  p ro b le m  w h e n  re q u ired  to  put fo rw ard  a n n u a l p e rfo rm a n c e  

o b je c tiv e s  b e fo re  e a c h  a c a d e m ic  y ea r, tho u g h  fo r n ew ly  a p p o in te d  princ ipals  

it w a s  s u g g e s te d  th a t th e y  sh o u ld  b e  s u b je c te d  to  p e rfo rm a n c e  m a n a g e m e n t  

o n ly  fro m  th e  s e c o n d  y e a r  o f th e ir  te rm s  w h ile  th e ir  first P P M  cyc le  is tw o  y e a r  

(s e e  S e c tio n  7 .1 .3 ) .  If n e w ly  a p p o in te d  p rin c ip a ls  w e re  re q u ired  to  provide  

S c h o o l M a n a g e m e n t  P la n s  a t th e  t im e  o f s e le c tio n  th e y  w o u ld  in ev itab ly  tend  

to lack  d e e p  in s ig h t in to  th e ir  p ro b le m s . A  d ia g n o s tic  sch o o l s e lf-ev a lu a tio n  

w ith sch o o l c o lle a g u e s  d u rin g  th e ir  first te rm , a ffo rd ing  u n d ers ta n d in g  o f the ir 

s c h o o ls ’ s tre n g th s  a n d  w e a k n e s s , w o u ld  b e  m o re  ap p ro p ria te :

When newly appointed principals enter into a new school, they may need to 
spend some time to learn about the schools and set up school development 
objectives: so that to implement these objectives should begin from next
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academic year. [...]. (P4C.Q5.2)

It would be appropriate for the principals to first carry out an overall analysis of 
the schools and then on the basis of currently existing problems to set up 
objectives for their efforts before every academic year. (A5N.Q6.1C)

In my view, as performance can not be achieved only by the principal alone, 
especially a newly appointed principal who has just come to the school and can 
not be immediately aware of the problems existing in the school, so it would be 
quite helpful for the principal to set up annual objectives having first organised a 
school self-evaluation by way of self-diagnosis, inviting school teachers, staffs, 
deans and parents to attend this event, thereby learning where the strengths 
and weakness of the school stand and then forming a common sense about 
how to use its advantages to complement its deficiencies. (S3K.Q6.1A)

7.2.2.2 Sources of objective setting

A s  to s o u rc e s  o f p e r fo rm a n c e  o b je c tiv e  setting  (Q 2 2 ) , re sp o n d en ts  te n d e d  to  

a g re e  th a t a ll f iv e  ite m s  sh o u ld  b e  ta k e n  in to  a c c o u n t, ran g ing  from  

‘d e v e lo p m e n t o b je c tiv e s  s e t by  s c h o o ls ’ (Q 2 2 .3 , m = 3 .5 6 ) , p rev io u s  y e a r ’s 

p e rfo rm a n c e  im p ro v e m e n t o b je c tiv e s  (Q 2 2 .4 , m = 3 .4 0 ) , e d u c a tio n  policy  

o b je c tiv e s  to  b e  s e t b y  lo ca l g o v e rn m e n t (Q 2 2 .2 , m = 3 .3 8 ) , p rin c ip als ’ 

p ro fe s s io n a l d e v e lo p m e n t  o b je c tiv e s  (Q 2 2 .5 , m = 3 .3 2 ) , to  e d u c a tio n  policy  

o b je c tiv e s  s e t by  c e n tra l g o v e rn m e n t (Q 2 2 .1 , m = 3 .2 3 ) . T h e  s tress  laid by  

E d A s  o n  th e  o p tio n  ‘e d u c a tio n  po licy  o b je c tiv e s  s e t by local g o v e rn m e n t’ w as  

s ig n ifican tly  h ig h e r th a n  is th a t o f J H S P s  a n d  P r iS P s , w h o  m o re  strongly  

p rio ritised  sch o o l d e v e lo p m e n t  a n d  im p ro v e m e n t o b jec tive s .

In te rv ie w e e s  h e ld  m u c h  th e  s a m e  v iew s , tho u g h  s o m e  b e liev ed  that 

o b jec tive s  sh o u ld  b e  e s ta b lis h e d  h av in g  co n s id era tio n  for th e  d e m a n d s  of 

p aren ts  a n d  th e  c o m m u n ity , ‘tak in g  s tu d en ts  as  th e  p rinc ipal ax is  [ . . .]  and  

te a c h in g  im p ro v e m e n t a s  th e  fo c u s ’, as  P 9 N  c la im s  b elow :
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As national education falls within the responsibility of local governments, 

educational im plem entation plans of county and city governm ents should serve 

as a very critical basis. Besides, school developm ent plans and the community 

prospects for schools would also function as a very important source. 

(A 5 N .Q 6 .1B )

I would personally prefer to lay em phasis on school problems by which to set 

my own objectives as the quality of school can be enhanced only through 

solving problem s currently facing the school [...] I would also take my students 

as the principal axis of m y work and teaching im provem ent as the focus of my 

operation to find out the problem s of our school and set up my own objectives 

in v iew  of these problem s. (P 9 N .Q 6 .1B )

7.2.2.3 Ways of deciding objectives

Respondents on balance agreed that performance objectives should be set, 

first ’By advisers and principals after discussion’ (Q23.2, m=3.26) and next ’By 

principals after consulting colleagues’ (Q23.1, m=3.20), followed ’By report to 

local education authorities in charge for approval’ (Q23.3, m=3.10). PriSPs 

were significantly more in favour of ‘By principals after consulting colleagues’ 

than EdAs. Responses from interviewees were similar, tending to indicate that 

principals should first base them on diagnostic school self-evaluation, 

conducting discussions to reach an initial consensus with colleagues before 

confirming final decisions with advisers. However, principals should still be the 

final decision-makers in the setting of objectives, advisers playing the roles of 

consultants seeking consensus:

Objectives would definitely not be based only on the imagination of the principal 

but would involve group discussion processes. Even though objectives m ay be 

set for principals [...] without the joint efforts of teachers and students objectives 

are im possible to realise. Therefore principals have to discuss these objectives 

with teachers  or even with other relevant personnel, parents or residents in the 

com m unity and then m ake final confirmation with advisers w here objectives 

would be enhanced  if the advisers considered them  too low. (A 4C .Q 6 .1C )
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Principals should first understand the expectations of parents and their 

colleagues, senior m anagers and teachers and then proceed to m ake final 

decisions. But I don’t think that principals’ objectives should necessarily be 

approved by parents or school colleagues as som etim es everybody would have 

their own status and viewpoints [...]. So it is still principals who should m ake  

final decisions [...] w hile principals and advisers should be deem ed an optimal 

point o f balance in discussion betw een both sides (A 1K .Q 6 .1C )

7.2.2.4 Setting basic items

In considering what basic items should be regulated in setting principals’ 

performance objectives, respondents rated most highly ‘one of the items 

related to students’ performance” (Q24, m=3.52), followed by ’one of the items 

related to principals’ professional development’ (Q25, m=3.47) and ‘one of the 

items related to their annual improvement objectives’ (Q26, m=3.47). 

Interviewees also believed that some basic, common items of performance 

objectives should be regulated while principals were simultaneously allowed 

to have flexibility to discuss them with their staff, selecting the most preferred, 

concrete goals for development based on specific features of their schools. 

Such practices were thought to be both reasonable and beneficial, keeping 

multiple goals in sight and preventing principals from bearing too heavy a 

pressure:

I think, it would be very considerate to regulate som e basic items for principals, 

to put them  in their annual perform ance objectives at the tim e of setting. In this 

way, principals are  unlikely to avoid important affairs, instead focussing on 

trivial things so that everything related with the school can be taken into 

account (A1 K .Q 6 .1D)

I don’t consider it necessary to set up too m any items [...] First, if there is no 

enhancem ent of pupil attainm ent you cannot say that the school is running 

really well [...] Second, it would be nearly O K  to include such items as areas of 

principal professional developm ent, school developm ent or improvement and
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current key education policies and then ask principals, school teachers and 

advisers to decide concrete objectives together. It would be unsuitable to cover 

too m any areas  resulting in a great pressure on everybody and cause mutual 

confusions betw een all parties concern ed .(P 5C .Q 6.1D )

7.2.2.5 The number of performance objectives per year

In considering the number of objectives to be set (Q27), respondents tended 

to believe pragmatically that the primary option should be ‘decided after 

consulting with the adviser’ (40.8%), rating other options, 3-5 items(30.0%), 

5-7 items (15.3%) and 1-3 items(13.9%) as less individually desirable. Some 

interviewees expressed the view that, as conditions in schools varied greatly, 

so would the the likelihood of being able to actualise objectives. Principals 

and their advisers should be allowed to discuss and form a consensus over 

objectives other than the most basic. If they were set too high principals would 

be unable to realise them, if too low, advisers will ask that they be adjusted. 

There was no need to set a great number of objectives and performance 

achievements would be exhibited as long as a gradual realisation of 

objectives was accomplished each year:

I think, objectives should be based on specific conditions which could vary in 

each [...] besides, the features of each school for developm ent could be 

different and perform ance goals to be set diverse. So the num ber of objectives 

should vary across different schools (P 6 C .Q 6 .1E )

I feel that [...] it is needless to stipulate how m any goals to be set but OK to 

allow principals to discuss them  with their advisers. (S 4 C .Q 6 .1 E )

It's not easy  to specify the num ber of objectives as som etim es an important job 

can be as difficult as several other jobs put together, so that there will be a 

dilem m a in the determ ination of specific objectives. Thus it would be best to 

segm ent objectives in advance so that variation in difficulty is not be too great 

betw een various ones. Such work should be done through negotiation between
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advisers and principals. It is acceptable to include only the basic items and let 

principals to decide all others (A 1K .Q 6 .1E )

7.2.2.6 Criteria for objective setting

Respondents generally concurred with all five principles, most strongly 

with ’specific’ (Q28.1, m=3.61), then ’achievable’ (Q28.3, m=3.57), ‘relevant’ 

(Q28.4, m=3.47), ‘measurable’ (Q28.1, m=3.38) and ‘time-limited’ (Q28.5, 

m=3.38). Interviewees also agreed that objectives should be specific, flexible, 

and combine with school development objectives. In the event that an 

objective is unattainable within one year, it should be broken up and 

rearranged as a series of specific, midterm objectives:

Specific is highly im portant, yet w hether the setting of objectives can accord 

with the developm ent goals of the school and w hether setting can be based on 

its specific conditions are  very critical. [...] Initially, I feel that it is necessary to 

achieve the setting of objectives and w hether the setting is challenging will 

probably depend on actual operation. (A 5 N .Q 6 .1F )

I think that it should be specific and definite while the goals for each should be 

definitely fulfilled so that w e  can know w hether the plan has been completed. 

But if it is im possible to attain an objective as it is too great then w e can 

separate  the objective into the goal for the first year, the goal for the second 

year [...] so it could be very definite. (P 5 C .Q 6 .1 F )

7.2.3 Counselling and feedback

Questions with respect to counselling and feedback on principal performance 

included ways of counselling (Q29), frequency of interaction (Q30), principals’ 

reflective portfolios (Q31), sources of feedback (Q32) and interview 

processing (Q33) and showed relatively lower means of at least 3.04, with no 

significant differences between respondents in different posts.
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7.2.3.1 Ways of performance counselling

Most respondents agreed that performance counselling should be focused on 

continuous communication and feedback between advisers and principals 

(Q29, m=3.55), while interviewees also tended to believe that only through 

such continuous communication and dialogue between advisers and 

principals could real assistance be provided to facilitate principals’ 

performance improvement and self-development, enhancing the value of a 

PPM system. Prior to counselling both advisers and principals should reach 

consensus on their annual plan for conducting periodical discussion and 

interaction. Advisers should not only have dialogue with principals but 

facilitate it between principals and other helpful people, best done in 

conditions of mutual trust:

If w e w ished to help principals to m ake progress, it would be very important to 

have m id -year counselling and feedback. So by mid term advisers should give 

som e advice to principals so that the latter will be able to obtain real-time  

feedback  and m ake som e correction otherwise, just in case it m ay be too late 

w hen by the tim e principals discover their problems after the whole year was  

over. So  m id -year counselling is quite important. (A 1K .Q 6.3A )

and especially  a continuous dialog, I feel, will be a critical part of this process. 

(A 5 N .Q 6 .3A )

w e should enab le  principals to have trust in interaction with their advisers so 

that they can let out the questions on their mind and in this w ay [...] it will be 

very effective (P 9 N .Q 6 .3 A )

Prior to the start o f perform ance counselling the adviser should [...] have 

m ade a deal with the principal on perform ance objectives for this year and 

then ...shou ld  decide w hat he needs to talk about with the principal every month 

and there should be a subject for each month so that effects can be achieved. 

(A 6 M .Q 6 .3 D )
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The principal needs to have some mechanisms of dialogue [...] Dialogue should 
not only be shared between principals and advisers [...] the advisers should 
have the duty of facilitating dialogue [...] what the principal lacks now, they 
should find the relevant person to talk with (A2K.Q6.3A)

7.2.3.2 Frequency of interaction

A lm o s t h a lf o f re s p o n d e n ts  fe lt th a t a d v is e rs  a n d  principals  sho u ld  m e e t ’at 

le as t o n c e  a  m o n th ” (4 3 .0 % ) ,  w h ile  o th e rs  in d ica ted  th a t fre q u e n c y  shou ld  be  

‘d e c id e d  th ro u g h  c o n s u lta tio n  b e tw e e n  b o th ” (2 5 .5 % ), th e  re m a in d e r  

se le c tin g  ’a t le a s t tw ic e  a  m o n th ’ (1 7 .5 % ), ‘a t le a s t o n c e  e v e ry  tw o  m o n th s ’ 

(1 1 .8 % )  a n d  ‘a t  le a s t o n c e  a  w e e k ’ (2 .2 % ) . In te rv ie w e e s  te n d e d  to  th e  v iew s  

th a t both  p a rtie s  s h o u ld  s e e k  th e  a p p ro p ria te  in teractio n  th a t e n a b le d  th em  to 

a c q u ire  d e e p  in s ig h t in to  th e  o p e ra tio n  o f th e  sch o o l, but th a t o ve rly  freq u e n t  

e n c o u n te rs  m ig h t b e c o m e  a  b u rd en  to  both . In te ra c tio n  cou ld  b e  e ith er  

p erio d ic  o r n o n p e rio d ic , th e  la tte r d irec tly  fixe d  up  by both p arties  v ia  the  

n e tw o rk  o r p h o n e  c a lls , in light o f a c tu a l d e m a n d s , w h ile  p erio d ic  o n es  could  

b e s im ila rly  a r ra n g e d  o n c e  o r  a t le a s t e v e ry  tw o  m o n th s . In te rm s  o f th e  tw o  

s e m e s te rs  in th e  a c a d e m ic  y e a r  in T a iw a n , it w a s  p o ss ib le  to con s id er  

a rra n g in g  in te ra c tio n s  o n c e  a t th e  s ta rt, in th e  m id d le  a n d  a t th e  en d  o f each :

I think that the lightest regulations should be made for interactive 
communication between both parties. For example, how often they have to 
meet to make an observation and have a professional discussion (P1K.Q6.3A)

In the event of nonperiodic interaction, it is possible to offer counselling service 
at any time by telephone and so no provision needs to be made. If it is required 
to come to school and give counselling periodically, I think it would be OK to 
come once a month. (A3K.Q6.3B)

in this way can we achieve the effects and function of communication and 
dialogue (A5N.Q6.3B)
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In fact, it is not im portant to set out for how m any months there will be an 

interaction event but tim e must be controlled and efficiency must be attained in 

the process of counselling and coordination [...] so I will consider the option of 

once every  tw o months, nam ely 5 or 6 times a year. (S 1K .Q 6.3B )

I think it unnecessary to be too frequent as interaction of this kind could become  

a burden. But considering that principals or advisers need to com m unicate with 

each other to understand school operations or principals m ay wish to have 

counselling advice from advisers I suggest if w e can consider holding 

interactive com m unication three tim es each sem ester, at the beginning, middle 

and at the end of the sem ester, w hen both advisers and principals can discuss 

specific tim e arrangem ent. In this way, there will be a frequency, a periodica l 

interaction every one or tw o months, which should be enough. (S 4C .Q 6 .3B )

7.2.3.3 Principals’ reflective portfolios

Respondents tended to accept that attention should be focused on reflectiive 

portfolios throughout PPM counselling processes (Q31, m=3.33),

interviewees clearly indicating that paying more attention to principals’ 

self-reflective and process portfolios would be greatly helpful in enhancing 

their operational performance, given a belief that only those principals who 

can introspect would seek to make improvements. If principals could focus on 

their performance objectives in constructing process portfolios they might not 

only serve as sources of data to be shared and discussed with advisers but be 

of use in reviewing future performances . With better ICT capability, principals 

could manage these portfolios more easily, providing an easily shared critical 

database for self-reflection and interaction with advisers:

I think it is very needful to carry out self-reflection. Only when a person can 

introspect would he be able to carry out the im provem ents. (A 1K .Q 6 .3C )

Now, w e rarely have to hand principals’ process portfolios, especially records of 

their self-reflections at the tim e of appraisal. So w e cannot see what they have 

done, only listen to w hat they say. (A 5 N .Q 6 .3C )
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If w e take a periodic m eeting as the start of a cycle it should cover the following 

processes: first, the principals should focus on objective setting, recording what 

has been achieved and related problem s on a simple form, so that they can 

understand how they have operated and. Next, they should show this to their 

adviser w ho would write down recom m endations in feedback to the principal. 

Then the principal would place such records in their own process portfolio. With 

such periodic interaction that allows data sharing, a new w ay of thinking m ay be 

created to im prove their perform ance and set the next targets. Then the next 

cycle starts. (P 1 K .Q 6 .3 C )

W hen an objective is set too high or too low [...] it m ay b e ...am en d ed  by 

introspective review  of portfolios or by feedback (P 4 C .Q 6 .3C )

These  [...] records or self-reflection can be used as references for next year or 

for others (P 7 N .Q 6 .3 C )

If such inform ation is m anaged using information technology [...] I think there 

would be no problem s given the current capabilities of school principals. 

(P 5 C .Q 6 .3 C )

7.2.3.4 Sources of feedback

Respondents generally acceeded that principals should have regard to 

feedback from various sources (Q32, m=3.42), regarding staff (Q33.2, 

m=3.53) as the most important, followed by students (Q33.3, m=3.46), 

parents (Q33.4, m=3.45), superiors (Q33.1, m=3.27), community (Q33.5, 

m=3.27) and principals of other schools (Q33.6, m=3.03). Interviewees 

indicated that:

Feedback on data collection [...] can be gathered by the adviser as well as the 

principal. But it will be hard for advisers to collect data from administrative 

departm ents, teaching departm ents or parents. So feedback information should 

m ainly be gathered  by principals in their process of self review. Then it can be 

sorted out and provided to advisers for the purpose of mutual dialogue and 

discussion. (P 4 C .Q 6 .3 D )
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So, the collection of such feedback information should mainly fall to principals 

and they should actively inform advisers periodically of certain significant 

events and affairs in their schools. Then advisers can provide som e counselling 

advice based on data provided by principals and their own observation of the 

schools or information m ailed from the schools. So even though advisers 

som etim es m ay not be able to com e to schools they can well provide guidance  

for them  or understand the dynam ic state of schools by m eans of such 

information. (A 1 K .Q 6 .3D )

Interviewees also suggested that principals should seek to reach consensus 

with their advisers as to sources of feedback, preferably of the ‘360 degree’ or 

multiple-source type, not only from advisers but school administrative teams, 

teachers, parents , students and superiors:

I feel that [...] it is inadequate  without com m on consensus at the start as to 

m ethods of data collection at the tim e of appraisal [...] So everything needs be 

com pletely planned beforehand, for exam ple, how to assess performance  

objectives, w hat data is to be gathered and from whom  to gather it. O ver these, 

there should be a consensus in advance as the best w ay to avoid disputes [...] 

In term s of m y own experience, advisers’ feedback is a source along with the  

school adm instrative system , which I would divide into four groups, including 

the adm inistrative group, teaching group, parental group and pupils. It would be 

optimal if feed back  could be considered from these four groups at the sam e  

time. (P 4 C .Q 6 .3 D )

W h at can be em ployed is the 360  degree feedback technique prevailing 

currently [...] which allows principals to analyse from different views. 

(A 3 K .Q 6 .3D )

7.2.3.5 Interview processing

Respondents generally thought that advisers should provide an analysis 

report to principals for reference, to be kept in their personal portfolios (Q34, 

m=3.33). Interviewees said that such a real-time analysis report after 

counselling would not only allow principals to get immediate feedback but also
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clarify results of mutual discussions. Incorporated into principal portfolios, it 

would also allow them to understand the process of their own growth and 

serve as critical information for end of the term performance review, hitherto 

neglected in Taiwan::

W ith com m unication and dialogue a consensus should be form ed [...] analysis  

reports can help principals identify problems and obtain advice. It would be 

clearer if findings to be com m unicated can be converted into written form  

(P 8 N .Q 6 .3 E )

Currently, no record is left a fter appraisal is com pleted so that w hen an adviser 

com pletes counselling he/she should provide a principal with an analysis report 

im m ediately to be incorporated into his personal portfolio. Only in this w ay can 

the effect o f im m ediate  feedback  be displayed. (A 5 N .Q 6 .3E )

and the principal can clearly see  the process of his own growth (P 1K .Q 6.3E )

and locate problem s right away. Otherw ise, by the end of his term , there will be 

no point in providing him with counselling .(P 7N .Q 6.3E )

If the interaction is periodic, the adviser can be required to prepare a simple 

counselling report a fter each consultation with the principal. It can be then 

subm itted on A 4  to the principal for filing into his portfolio as a m em o. If the  

interaction is not periodic, w henever principals actively seek advice from  

advisers, they should record the results them selves. In the event that advisers  

take the initiative in com piling data, records of their observation should be 

provided in the form of feedback  to principals as records for their portfolios. If 

so, the effect of counselling would be surely better. (P 6 C .Q 6 .3 E )

7.2.4 Performance appraisal

There were three questions with respect to performance appraisal, 

concerning ways of conducting it (Q35), methods of data collection (Q36) and 

tools of data collection (Q37), overall responses giving means of 3.23 points 

or more, with significanr difference by post with respect of the former
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(A p p e n d ix  E ).

7.2.4.1 Ways of conducting appraisal

R e s p o n d e n ts  g e n e ra lly  a g re e d  th a t p rinc ipal p e rfo rm a n c e  a p p ra is a l should  be  

c o n d u c te d  by a d v is e rs  in light o f a n n u a l p e rfo rm a n c e  o b je c tiv e s  b e fo re  the  

e n d  o f e a c h  a c a d e m ic  y e a r  (Q 3 5 , m = 3 .2 8 ) . In te rv ie w e e s  a lso  in d icated  that 

w h ile  th e re  w e re  fe w  p la n s  in T a iw a n  to co n d u ct tra in ing  o f a p p ra is e rs  tho se  

a p p o in te d  m ig h t h a v e  v e ry  lim ited  k n o w le d g e  o f th e  o b jec ts  a p p ra is e d , so tha t 

th e  q u a lity  a n d  resu lts  o f  a p p ra is a l w o u ld  b e  o p e n  to d o u bt. Id e a l can d id a te s  

as  a p p ra is e rs  w o u ld  b e  th o s e  w h o  h ad  long o b s e rv e d  an d  in te ra c te d  with  

princ ipals . H o w e v e r , fo r  s u m m a tiv e  p u rp o se s  o r w h e n  n e c e s s a ry  to c o m p a re  

resu lts , such  a s  in p rin c ip a l s e le c tio n , e ith e r  in sp ec to rs  o r B O E  sec tio n  chiefs  

m ig h t a p p ro p ria te ly  s e rv e  a s  s e c o n d  a p p ra is e rs . T h e y  w o u ld  b e  in a  position  

not o n ly  p ro v id e  re la tiv e ly  c o m p le te  in fo rm atio n  a b o u t p rinc ipal p erfo rm a n ce , 

im p ro v in g  th e  o b je c tiv ity  a n d  fa irn e s s  o f a p p ra is a l but a lso  to h e lp  th e  B O E  to 

k n o w  a b o u t th e  e x te n t  to w h ic h  p e rfo rm a n c e  cou n se llin g  h ad  ta k e n  p lace  

b e tw e e n  a d v is e rs  a n d  prin c ip a ls :

As for current appraisals in Taiwan [...] the even more serious problem is 
that...the quality of appraisers is problematic (A6M.Q3)

the appraisers are usually composed of scholars, experts, administrators, 
parent representatives and teacher representatives. How could they look at 
issues basically? And how can they know about the school? I have doubts 
about these [...] Some appraisers may have different time demands from 
scholars or experts and may not be able to accept appraisal trainings (S2KQ3)

I feel that performance appraisal should be predominantly by advisers who 
have long time been involved in school affairs and are thus more aware of 
principals’ performance [...] For summative purposes of appraisal, besides 
advisers, it would be ideal to invite relevant local educational authority staff to
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visit together (P4C.Q6.4A)

this can enhance the credibility and validity of appraisal (P6C.Q6.4A)

For instance, inspectors or section chiefs can collaborate with advisers to visit 
schools together for review or appraisal [...] because advisers...can be only 
aware of the implementation of some schools’ objectives [...] the information 
they gained can be only provided by schools. With the involvement of 
administrators they will be able to have deeper insights into the overall, big 
environment. (A1K.Q6.4A)

and also enable officials of the Bureaus of Education to know about the 
interactions of principals with advisers in this year. (P6C.Q6.4A)

7.2.4.2 Methods of data collection

R e s p o n d e n ts  re g a rd e d  all f iv e  m e th o d s  o f d a ta  co llec tio n  th a t m igh t be  

a d o p te d  fo r p e r fo rm a n c e  a p p ra is a l a s  re la tiv e ly  im p o rtan t (Q 3 6 ) , favouring  

o b s e rv a tio n  o f p rin c ip a l b e h a v io u r (Q 3 6 .3 , m = 3 .4 0 )  as  m o s t im portant, 

fo llo w ed  by  p rin c ip a l s e lf-a p p ra is a l (Q 3 6 .1 , m = 3 .3 2 ) , in d iv id u a l in te rv iew s  with  

s ta k e h o ld e rs  (Q 3 6 .4 ,  m = 3 .3 2 ) ,  p rin c ip a l’s portfo lio  (Q 3 6 .2 , m = 3 .2 6 ) , and  

q u e s tio n n a ire  s u rv e y  (Q 3 6 .5 ,  m = 3 .2 3 ) .  In te rv ie w e e s  re v e a le d  th a t current, 

o n -s ite  a p p ra is a l in T a iw a n  u s u a lly  in c lu d ed  sch o o l b rie fing , o b se rva tio n , d ata  

c o n su lta tio n , in te rv ie w , a n d  s y m p o s iu m s , w ith  a n  e x tre m e ly  b ia se d  focus  on  

d a ta  c o n s u lta tio n , w h ic h  to o k  a p p ra is e e s  a  g re a t d e a l o f tim e  to p re p a re  and  

a  n e g le c t o f o b s e rv a tio n , d e s e rv in g  a  g re a t d e a l o f critic ism . T h e y  con ten d ed  

th a t m e th o d s  o f d a ta  c o llec tio n  sh o u ld  b e  a p p ro p ria te  to  a p p ra is a l ind icators, 

w h ile  g re a t e m p h a s is  s h o u ld  b e  la id  on  p ro c e s s  d a ta  w h ich  m a y  inc lude  

reco rd s  o f o b s e rv a tio n . A d v is e rs  a n d  prin c ip als  sho u ld  re a c h  a g re e m e n t o ver  

such  m e th o d s  a t th e  s ta rt o f  th e  y ear:

Our frequently used methods in data collection, such as briefing, on-site 
observation, interview, data consultation, and questionnaire, or even

279



Chapter 7 Results of Data Analysis 280

sym posium s [...] should be mutually integrated, while the specific method can 

be selected in correspondence with the item of appraisal [...] and data 

concerning the w hole process should be included (A 4C .Q 5 .7 )

both sides should discuss [...] how to observe and w ays or tools of recording 

and working out re levant plans when setting objectives at the start of the year. If 

there is a good plan, process records will not be missing (P 5 C .Q 5 .7 )

A  lot of written m aterials m ay have been em bellished and therefore cannot 

represent the real principals’ perform ance, for this reason, such data deserve  

further discussion. (P 8 N .Q 5 .7 )

while w e  had responded that there is no need to prepare so m any m aterials for 

appraisal and w e should focus on actual perform ance, they (appraisers) still 

w anted to look at the data w hen they w ere  here. Therefore, w e had to prepare  

sufficient written data. In fact, those efforts w ere  in vain and w e felt let down. 
(P 5 C .Q 3 )

Interviewees regarded observation and interview as very important means of 

data collection believing that if advisers took part in observing critical incidents 

at school the accuracy of their insight would be greatly improved:

most reliable would be w hat you see with your own eyes as it is not easy to 

falsify facts in the process of observation which requires the actual presentation 

of perform ances. (A 1 K .Q 5 .7 )

appraisers should be involved in all important events in the school [...] You have 

to observe the w hole process of school developm ent to understand its intent. If 

you only look at written data afterw ards you will only find results but know  

nothing about the process. (P 5 C Q 4 )

It would be im possible, O K , to carry out an interview only once. The interview  

m ay need to continue, with different objectives (P 9 N .Q 5 .7 )

I feel that there  w as  no sense at all [...] when w e carried out the appraisal at 

schools and had interviews with parents [...] because they w ere all [...] 

previously arranged! as they had friendly relationships with the school!
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(P 2 K .Q 5 .7 )

While it can also serve as a useful method, questionnaire surveys of teachers 

and parents in Taiwan may sometimes fail to reflect principal performance 

objectively, representing only preferences or aversions, such that it should be 

treated with prudence. Completeness of data gathered depended mainly on 

sufficient time being given to its collection. Correct judgment of principals’ 

performances could only be made if based on continuous records of 

observation taken by advisers and feedback information compiled by 

principals at ordinary times:

Now principal selection requires preparation of questionnaires for teachers and 

parents w ho m ay som etim es have no real idea of w hat you are doing. If the  

principal is a bit m ore rigid, teachers would be likely to rebound and the 

questionnaires they fill out would look horrible. So no principal nowadays would 

have the courage to offend teachers  and parents, but the Bureau of Education 

dem ands good perform ances from principals. So  it is really hard for principals 

to work with such a dilem m a. (P 9 N Q 3 )

Now  appraisers would be here only for two or three hours but try to understand 

the achievem ents  of principals over a period of four years [...] so they could 

have no w ay  to find out quickly w here  the advantages and features of principals 

stand [...] and thus I think that appraisal should last [...] a bit longer [...] (P 6C Q 4)

It would probably take som e tim e if the appraisers wished to know about the 

efforts of principals (A 4 C Q 4)

7.2.4.3 Tools of data collection

Respondents tended to concur that the most important data collection tools in 

principal performance appraisal combined both quantitative and qualitative 

devices (Q37.3, m=3.48), while qualitative records (Q37.2, m=3.40) and 

quantitative tools (Q37.1, m=3.25) alone achieved very similar scores. EdAs
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favoured quantitative tools significantly more than PriSPs. Interviewees held 

similar views:

Advisers can frequently observe a school, or have interviews with school staff 

[...],they should not rely only on quantitative m eans. O f course, it would be very 

good to take both the qualitative and quantitative data. So they can also 

distribute questionnaires to parents, teachers, or students [...] so that they can 

gather data from multiple viewpoints. (S 3K .Q 5.7 )

they can use sim ply designed forms to record the process of [...] observation. 

Besides, they can also adopt structured or sem i-structured questionnaires as 

an auxiliary tool. (A 1 K .Q 5 .7 )

7.2.5 Performance review meetings

Respondents of all types tended to agree that advisers should hold review 

meetings with principals within one week of appraisal being conducted (Q38, 

m=3.38) (Appendix E). Performance review meetings also tend to be 

neglected within the various kinds of appraisal that take place in Taiwan, yet 

interviewees tended to regard them as a means whereby advisers might not 

only identify principals’ achievements of annual performance objectives but 

also gain deep insight into schools’ problems, while allowing discussion with 

principals with respect to future improvement. While the main participants in 

review meetings should be advisers and principals, if both parties agreed, 

their discussions might well include those core school staff (such as deans of 

department or project teachers) who would helpful in giving advisers a better 

idea of circumstances. Review meetings might be formal or informal provided 

they reduced the defensiveness of principals, made more likely if discussions 

were conducted with sincerity and avoidance of criticism:

Now, w h en ever school evaluation is com pleted, the data acquired is 

im m ediately used for purposes of principal selection, w here neither principals
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have opportunities to m ake improvem ent, nor advisers able to help the principal 

[...] So I regard it as very necessary for both parties to talk after completion of 

appraisal to clarify problem s needing im provem ent so that principals can both 

understand ach ievem ent of the objectives they have set up and know how to do 

to ach ieve better results later (A 5N .Q 6 .5A )

It is best to have a review  m eeting in an informal w ay so that both parties can 

talk with each other deeply so that the self-justification of principals can be 

reduced (A 1 K .Q 6 .5A )

The review  m eeting m ay not necessarily only involve both parties concerned  

but also som e key senior m anagers or teachers who can play critical roles as 

well. If principals do not object, they can invite core staff after negotiation with 

advisers [...] to joint such a review  m eeting (P 4C .Q 6 .5A )

In this way, they can learn how perform ances have been acquired on the one 

hand and can have d eep er insights into problems on the other hand 

(P 6 C .Q 6 .5 A )

at the tim e of the review  both parties need to be sincere and [...] should tell the  

truth [...] the advisers [...] should play coordinating and support roles to deliver 

such m essages rather than a criticising role [...] while principals accepting the  

need for counselling should be rational and willing enough to seek confirmation 

and clarification of issues with advisers over w hether goals have been achieved. 

W h ere  have they w orked well? W here  are there the problem s? H ow  to improve? 

(P 2 K .Q 6 .5A )

Discussion in reviewing meetings should be focused on four areas, 

achievement of performance objectives (including professional development), 

reasons or problems causing failure, feasible strategies to solve such 

problems, and setting of performance and professional development 

objectives in future:

Discussion m ust be focused on issues related to objectives so that they will not 

be distracted from  the m ain subjects (P 6 C .Q 6 .5B )

I would be inclined to place the key points for discussion on how objectives
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have been attained by principals, w here there are problems and w hat goals are 

to be set for the next year. (A 5N .Q 6 .5B )

I feel that to im prove the effects of review it is necessary to discuss at the 

m eeting such issues as [...] how objectives have been attained, [...] what 

problem s exist over unachieved objectives, w hat im provem ents can be 

expected in future and how to improve as well as [...] w hat aspects of principal 

growth have not been attained [...] and w hether further promotion is needed of 

som e principals’ capabilities. (S 4 C .Q 6 .5B )

7.2.6 Performance appraisal reports

The three questions related to appraisal reporting included deadlines 

completed (Q39), content and presentation (Q40) and rights of principals to 

respond (Q41). Responses showed mean scores of at least 3.06 points, with 

no significnt variation between those in different posts.

7.2.6.1 Deadlines completed

Respondents tended to agree that advisers should complete and send 

appraisal reports to principals within two weeks of review meetings (Q39, 

m=3.36), interviewees concuring:

T he appraisal report should be prepared by advisers and confirmed by 

principals before subm ission to Bureaus of Education, either party keeping a 

copy. (S 6 C .Q 6 .6 A )

I feel that with consensus betw een both parties it would be ideal to complete  

reports within two w eeks  after review  m eetings otherwise issues are likely 

forgotten if deadlines are too late. (P 2K .Q 6.6A )

7.2.6.2 Content and presentation
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Respondents felt most strongly that ‘a document describing the strengths and 

weaknesses of principals in words and putting forward suggestions for 

improvement’ was the most important presentational format (Q40.3, 

m=3.50), giving only slightly less importance to ‘quantitative profiles of 

different performance dimensions’ (Q40.2, m=3.29) and less again to 

‘providing an overall grade or mark (Q40.1, m=3.04). Some interviewees said 

that report contents needed to be specific and definite, involving descriptions 

of overall performance achievement processes and understanding gained at 

review meetings concerning objectives, strategies, counselling, achievement, 

problems, feasible strategies for problem solving, prior objectives to be 

improved or still achieved and resources needed, along with 

recommendations to relevant organisations and personnel:

W hile  it is necessary  to inform the principal of w here problem s exist and what to 

do, contents m ust be very specific in written texts. So som e com prehensive  

suggestions need to be provided and there should be no vague or ambiguous  

adviceas at present! (P 7 N )

The m ost im portant content would be description of processes of achieving 

overall perform ance objectives (A1 K .Q 6.6B )

report contents should cover facets of w hat had been discussed by both parties 

in the review  m eeting. For exam ple  w hat are the principal’s annual objectives?  

W h at strategies will the principal adopt to realise his objectives? How will the 

whole process o f counselling be carried out? W h at problem s will occur in the 

middle of the process? H ow  will these problem s be solved? W hat problems still 

rem ain unsolved? W h a t has been achieved since the last review of 

perform ance objectives for the whole year? W hat objectives have not been  

achieved? W h y not ? W h at are the perform ance objectives and plans for the 

next year?  W h a t resources should educational authorities provide? W hat 

advice could be provided to other units or personnel? (A 6M .Q 6 .6B )

7.2.6.3 The right of principals to respond
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Respondent tended to agree that principals should have the right to express 

personal comments in written form within two weeks of receiving reports (Q41, 

m=3.44). Interviewees tended to concur, some adding that, having received 

any demurrals to reports, advisers should consider whether it was necessary 

to make amendments. In the event of continuing disagreement, principals 

should be allowed to attach comments, or submit them to advisers, since the 

purpose of counselling was to provide assistance rather than create 

confrontation. Reports could become formal only upon signatures by both 

parties:

Before a report is subm itted to the Bureau of Education, a copy should be sent 

to the principal so that he can have tim e to attach explanations which advisers 

can further consider, deciding w hether it is necessary to m ake additional 

am endm ents. Later, the report can be formally submitted to the Bureau of 

Education. Also, on the last back page of the report there should be the 

signatures of both parties signifying their final confirmation (A 1K .Q 6 .6C )

W h en ever there  is d isagreem ent opinions or com m ents can be written by 

principals and listed as attachm ents to the reports [...] or issues listed for 

discussion by both parties. This would be ideal because the most important role 

of advisers is to help them  m ake school affairs better, rather than creating 

conflict. (P 4 C .Q 6 .6 C )

7.2.7 Confidentiality and due process

There were five questions concerning confidentiality and due process, 

treatment of complaints (Q42), appeal procedures (Q43), confidentiality and 

management of data (Q44), restriction of data consultation (Q45) and who 

shall access PPM data (Q46) responses to which showed means of at least 

3.20 points, with any no statistical significance between respondents in 

different posts, except for Q40, Q42 and Q43.1 (Appendix F)
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7.2.7.1 Treatment of complaints

Most respondents agreed that principals should have right of appeal 

regarding appraisal reports (Q42, m=3.45). Some believed that where PPM 

was conducted mainly to provide assistance and improvement and both 

parties had gone through a review meeting process principals were very 

unlikely to be discontented. But, in the event that performance appraisal was 

integrated with performance rating or principal selection, they should be 

entitled to appeal. Although principals were given the right to make responses 

to appraisal reports they should not be allowed to make appeals simply to for 

their own benefit, where they were no more than showing dislike of appraisal, 

or where their communication with advisers did not work. Completed PPM 

systems should always have a complaint appeal system on standby:

If appraisal reports w ere  indeed used as reference for selection, it is absolutely  

necessary to build up channels for appeal. As just m entioned, reports should 

take effect upon the signature of both principals and advisers, signed only when  

both of them  ag ree  on it. But if there is d isagreem ent here and no compromise  

em erges there  m ay be com plants and principals should be allowed to time for 

making an appeal. (A 1 K .Q 6 .7A )

if perform ance appraisal is conducted simply to assist principals, then I feel 

there is no need for it to be that troublesom e, with a very low possibility appeals  

[...] H owever, in a com plete system , I think it would be proper if the channels of 

appeals could be em braced . (P 1K .Q 6 .7A )

7.2.7.2 Appeal procedures

Respondents tended to agree that local education authorities should hold 

Appeal Committees to review complaints from principals (Q43, m=3.37), both 

JHSPs and PriSPs scoring significantly higher than EdAs. Interviewees were 

insistent that if it were necessary to set up an appeal system, Bureaus of
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Education should serve as its base and that at least half of reviewers should 

be scholars, experts and impartial citizens so that impartiality might be 

guaranteed:

Now it is quite difficult to establish extra agencies to deal with appeals where  

Bureaus of Education still intervene and handle complaints. For instance, the  

inspectors office can well estalish an appeal com m ittee [...] and invite other 

objective and impartial people to join in this organisation, for exam ple, with 

impartial m em bers, scholars and experts occupying at least half of the total 

seats. (A 1 K .Q 6 .7B )

7.2.7.3 Confidentiality and management of data

Respondents strongly agreed that PPM data should be properly and 

confidentially managed (Q44, m=3.59), some interviewees believing that if 

regulations assuring data confidentiality had been made, both advisers and 

principals would be likely to interact in confessional mode. In their absence, 

we might expect their mutual communication to be very reserved. Moreover, if 

appraisal data was be used for purposes of principal selection, it should be 

presented by the Bureau of Education in abstract form rather than in the 

original. Counseling and appraisal sometimes inevitably involved sensitive 

private data which Bureaus of Education should keep properly, including 

confidentially, setting a data retention period and deadlines by which data 

should be destroyed to avoid unnecessary harm to principals:

If school evaluation is conducted only for the purpose of principal selection, the 

w hole process should be objective, prudential and private. Since these qualities 

are neglected at present, unknown to the school or principal, relevant 

information w as  m ade open to everybody in this city [...] when official results 

w ere not form ally publicised, m edia correspondents had already m ade such 

data public. As a result, before the school had any opportunity to m ake  

im provem ent one or two hundred pupils had already transferred to other 

schools. (P 2 K .Q 4 )
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If confidentiality can be ensured advisers would be m ore willing to write down 

the truth. And if data are freely publicised they will be reserved because they  

are afraid that certain negative effects can be produced for principals. If data  

needs to be public for principal selection in the end, the Bureau of Education  

should edit and present only its conclusions in the form of abstracts and keep  

details private. (A 1K .Q 6 .7C )

because such m aterials would involve personal realm s they cannot be 

publicised as a whole. So I think that educational authorities should be 

responsible for m anaging these data (A 5C .Q 6 .7D )

set the deadlines of confidentiality and indicate how long before such data  

should be destroyed. (P 1K .Q 6 .7D )

7.2.7.4 Restriction of data consultation

Respondents agreed almost as stongly that PPM data should only be viewed 

by those legally permitted to do so (Q45, m=3.56), PriSPs believing so 

significantly more strongly than EdAs. Interviewees also believed that 

consultation procedures over PPM data should be established in accodance 

with the Administrative Procedure Act in order to protect the personal rights of 

principals. One indicated that:

Suitable prescriptions have been made available in the Adm inistrative  

Procedure Act. Th ere  has been a system as to w hat data can be referenced by 

outside people and w hat data cannot. I think it’s possible to base it on the  

prescriptions of the Act in building up data consultation procedures. 

(A 1K .Q 6 .7E )

7.2.7.5 Who should access PPM data?

There was very considerable agreement that the persons listed in Question
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46 should have access, ranging from principals who have been appraised 

(Q46.1, m=3.56), principals’ line managers (Q46.2, m=3.51), principals’ 

advisers (Q46.3, m=3.49), members of Appeals Committees (Q46.5, m=3.30), 

members of Principal Selection Committees (Q46.4, m=3.21) and other 

persons legally permitted (Q46.6, m=3.20). JHSP and PriSPs chose 

‘principals who have been appraised’ significantly more than EdAs. 

Interviewees also indicated that, except principals or advisers, the immediate 

superiors of principals were the stakeholders most entitled to directly consult 

PPM data. That available to members of Principal Selection Committees 

should be well selected and carefully compiled by the Bureau of Education, in 

cognisance with the demands of appraisal ethics and avoidance of harm to 

principals:

Those w ho are  qualified to consult the data would probably be superiors at the 

Bureau of Education, principals and advisers. (P 4 C .Q 6 .7 F )

I feel that if they are  used for principal selection, appraisal data should be 

prepared by the B ureau of Education and then provided to selection panel 

m em bers. No original data should be offered and I think it would be appropriate  

to do in this way. (S 4 C .Q 6 .7 F )

7.3 Analysis of outcome treatment

Seven questions encompassing five elements were devised concerning the 

outcome treatment stage, comprising setting annual improvement objectives 

(Q47), professional development (Q48-49), performance awards (Q50-51), 

principal selection (Q52) and expenditure on improvement (Q53). Currently 

principals’ appraisal reports are usually neglected and mistreated in any 

evaluation process. Interviewees believed it very important to treat appraisal
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reports with caution. In particular Bureaus of Education should carry out 

overall analysis and arrangement of the reports and ensure their proper 

usage:

Th ese  reports should create  positive effects for which the Bureau of Education  

should carry out analysis, arrangem ent and processing of perform ance reports 

for each y ear [...] O therw ise, such data would still be placed in storage rooms 

tom orrow, as they are  today [...] and these reports would be useless. 

(A 6 M .Q 7 .1A )

After a report is w orked out, advisers should formally forward it to the charging 

unit of the Bureau of Education which needs to review such data [...] putting 

forward requirem ents and processing the report imm ediately. Besides, if there  

is any need for advisers to provide further suggestions for principals toward 

setting perform ance objectives on their next cycle, they should be delivered  

through adm inistrative channels to ensure com pliance. (A 1K .Q 7.1A )

7.3.1 Setting annual improvement objectives

Respondents tended to agree that the shortcomings of principals’ 

performances should become priority improvement objectives for the next 

academic year (Q47, m=3.45), with no statistically significant differences 

between respondents in different posts (Appendix E). Interviewees indicated 

that after performance appraisal advisers should actively help principals to 

review objectives unattained or deficiencies to be corrected and list these as 

preferential improvement objectives for the next year, emphasising PPM 

formative functions in helping principals to sustain improvement and enhance 

school quality:

The advisers should let the principal know the results of appraisal and advise 

her/him  as how to reflect, how to adjust and how to re-achieve progress [...] the 

most im portant things would be to ensure the growth of the school and the 

progress of the principal. D on ’t publicise results as objects of comparison with
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others [...] and don’t have anything form alised (S 2K .Q 7.1B )

For deficiencies to becom e rem edies the first principle I just mentioned is no 

punishm ent and the second principle is to incorporate these into the next cycle 

as preferential im provem ent objectives for the next year (P 1K .Q 7.1B )

Even m ore; everything needs to be planned, for exam ple, clearly listing how 

long it takes to ach ieve w hat kind of im provem ent objectives so that principals 

can follow plans that work. (P 5 C .Q 7 .1B )

7.3.2 Principal profession development

There were two questions with respect to mechanisms of principal 

professional development: the establishment of a national principal 

college/centre (Q48); and the creation of a special network or website for 

principals (Q49), which respondents rated at m=3.32 and m=3.46 respectively. 

The reactions of both JHSPs and PriSPs were again significantly higher than 

that of EdAs as to the former (see Appendix E), possibly given the 

considerable issues of personnel and expense with which a new institution of 

professional development would face the Bureau of Education. Some 

interviewees felt that if professional development was deemed necessary in 

appraisal reports advisers should direct principals to work out plans for active 

participation in professional development activities during their summer 

vacations:

If it is discovered in annual perform ance reports that objectives have not been 

achieved such a case m ay be related to the professional capabilities of 

principals. So  principals should accept training during their sum m er vacations. 

In Ta iw an , w h ere  it is popularly believed that sum m er vacation is a period of 

relaxation for both principals and teachers. But if so, why should w e offer them  

a salary? I would highly agree  with practices in Am erica, w here no salary is 

offered during the sum m er vacations as there is no work. But you still need to 

take up advanced  studies during the sum m er vacations. If you don’t, you will
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lose your agreem ent of em ploym ent. You can gain your job through your 

capabilities and your capabilities will derived from your professional 

developm ent and your professional developm ent will be achieved by your 

advanced studies during the vacations. (A 6M .Q 7 .2A )

Therefore  advisers should also put forward advice on the professional 

developm ent of principals in their appraisal reports (P 2K .Q 7 .2A )

If it is the principal who lacks professional capabilities [...] advisers can require  

the working out of a plan of developm ent, thereby bringing appropriate  

pressure to bear so that the principal can be urged to pursue advanced  

developm ent periodically. (S 1K .Q 7.2A )

As to mechanisms of professional development, some interviewees 

distinguished short and long-term planning, the former based on actual 

demands of principals for workshops to share experiences or short-term 

studies sponsored by Bureaus of Education. Long-term planning included 

establishing counselling groups of principals systematically organized by 

various local governments, or entrusting universities to set up principal 

centres responsible for planning advanced classes. There could be difficulties 

with current policies in establishing a special agency. But establishing a 

principal centre in the National Academy for Educational Research to 

specialise in planning a professional development centre and in building up 

and managing special websites for principals seemed desirable:

Specific advice should be available as to the professional capabilities of 

principals. For instance: when can I m ake som e im provem ent this year?  And 

then gradually prom ote my own professional capabilities year by year. M ethods  

could include self-directed learning, studies and selective courses for credits 

(S 4 C .Q 7 .2B )

Each year, the Bureaus of Education them selves provide a lot of studying or 

advanced study opportunities, where these principals w ho w ere  recognized as  

needing to be trained should be all placed on com pulsory courses (P 2 K .Q 7 .2B )
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It can be effective only w hen the principal is able to understand w hat his own 

needs are  and the instructors can be hired in view of his needs. (A 4C .Q 7.2B )

Considering the current financial state of our governm ent, it is not easy to 

establish an agency of this kind (principal institute). So w e m ay as well allow  

som e universities [...] to set up principal-focused curricula [...] it would be quite 

practicable [...] if principals generally lack this capability and need to be 

im proved [ ...]  the Bureaus of Education would entrust relevant units to provide 

the parts o f curricula [...]  while w here  is there are individual local needs [...] 

various short-term  lectures can be organise to increase their skills [...] It would 

be fine to build up special websites for principals w here information can be 

provided and principals can support and encourage each other. (A 1K .Q 7.2B )

Via such w ebsites, the sharing of experiences can be achieved between  

principal groups. (A 6 M .Q 7 .2 B )

However, there  should be a special unit and personnel who can continuously 

m anage such w ebsites, updating, m aintaining and designing the w eb pages. 

(P 2 K .Q 7 .2B )

H ere, the Sanxia  T each ers  In-Service Education C entre (the Preparatory Office 

of the National A cad em y  for Educational R esearch) can be invited to carry out 

advanced analysis and learning o f what principals generally need, and set up 

som e curricula [...] which could be publicised in advance and m ade known to 

various counties and cities so that principals can com e and sign up. Bureaus of 

Education can also actively invite principals to attend such programs. Or 

advisers should specify in their reports w hat principals need to study in the 

sum m er vacation . If there  are  very m any participants the program m e can take  

place in various districts. (A 6 M .Q 7 .2B )

However, while some principals might take initiatives to pursue advanced 

studies and development others would be quite passive in this respect. Thus, 

some interviewees also believed that it might be necessary to specify a 

certain number of hours that principals were required to pursue in-service 

education in each academic year, just as is the case teachers:

The current problem  is, w hether requiring principals to go for advanced studies
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can be enforced [...] as a principal willing to seek growth would certainly find a 

lot of opportunities to pursue advanced studies [...] but for those who don’t want 

to seek growth [...] specifications would be requisite, just as the Ministry of 

Education has now specified that every teacher should com plete at least 18 

hours of studies for a year. Similarly, it is possible to specify how m any hours a 

principal [...] should go for studies in a term . (S 1K .Q 7 .2B )

7.3.3 Principal performance rewards

Two questions were related to the issue of principal performance reward, the 

first considering whether it should be established (Q50) and the second 

concerning ways of doing so (Q51). Respondents favoured the establishment 

of performance reward systems to encourage better performance by 

principals (Q50, m=3.38) JHSPs and PriSP significantly more strongly than 

EdAs (Appendix E). As to the ways that performance rewards might be 

adopted, four of five items listed achieved a mean score of over 3 points, the 

exception being ‘adopt a performance related pay system’ (m=2.92). Among 

the other items ‘establish principal performance bonus systems’ (Q51.4, 

m=3.41), ‘increase principal annual rating bonuses’ (Q51.5, m=3.23) and 

‘increase academic research allowance ranking” (Q51.3, m=3.15) enjoyed 

more support than ‘increase the highest basic salary scale of principals’ 

(Q51.2, m=3.01). ’Increase the highest basic salary scale of principals’ 

and ’increase academic research allowance ranking’ were both significantly 

more strongly favoured both by JHSPs and PriSPs than EdAs (Appendix F), 

revealing their general eagerness to establish principal performance reward 

systems in relation to PPM. The most practicable way was regarded a new 

principal performance bonus system. Principals’ opinions diverged from those 

of administrators as to the appropriateness of using academic research 

allowances and the highest basic salary spines for such rewards. Moreover, 

respondents did not generally agree adoption of a performance related pay
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system or different grading levels though.

Interviewees also suggested that proper rewards should be offered to those 

with excellent performance, with emphasis on individual honours, such as the 

tile of ‘super excellent Principal’ and their selection as advisers. While 

material rewards can be offered to individuals, even more should be provided 

to the groups of hard-working school staff from which excellent principal 

performance would be actually derived. If group rewards could be offered, 

teachers would feel that they were working for themselves, not for principals. 

In addition, if material rewards were not offered to individuals but made in the 

form of additional school funding, schools would be encouraged to do more 

for their students. As to setting limits to rewards, interviewees regarded them 

as unnecessary; principals could be encouraged to challenge themselves, 

share their experiences with others and avoid malignant competition:

It’s necessary  to set up rew ard system s because reward is tantam ount to 

acknow ledging processes of hard work! But the objects of reward should be 

m ainly groups, not individuals, because [...] the excellent principal is forged on 

the basis of a group o f hard-working teachers [...] as for principals, I feel that 

rewards via o p en ...p ro ce ss es  of com m endation...such as a m edal [...] would 

be m ore va luab le  than m oney because it is possible to run out o f the m oney but 

[...] the rew ard like the  O scar Aw ards, [...] the status would be more valuable  

than cash. (P 8 N .Q 7 .3 A )

If the principal is indeed highly excellent w e can provide him with opportunities 

to visit abroad or preferential chance of being hired as an adviser. This is a kind 

of honour. T h e  secondary  rew ard [...] there should be som e m aterial rewards 

yet such rew ards a re  offered not to encourage principals but schools. [...] 

(S ince) good principal perform ance [...] would be acquired from the dedication 

of all school m em bers

So w h atever needs the school m ay have this year [...] w hatever special 

resources should be offered to him [...] the offer of m ore resources will allow
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him to do a better job and eventually benefit the school and the students. 

(A 6 M .Q 7 .3A )

For this rew ard system  it is best to set no limitation or quota and rewards 

should be offered w h enever principals have achieved their objectives to certain 

standards. It is very hard to com pare principals’ perform ance objectively with 

others w hile they set different objectives individually. And without such 

com parison principals might be m ore willing to share their experiences. 

(S 4 C .Q 7 .3 A )

Some interviewees also indicated that it was feasible to use the results of 

annual performance appraisal as reference for their annual performance 

rating. It would focus on their own challenge rather than comparison of them 

with others:

It would be very  good if the achievem ents or im provem ent of principals for an 

academ ic y ea r w ere  to be provided to the Perform ance Rating Commission for 

Principals as an im portant basis for making decision of principals’ annual 

perform ance. (P 5 C .Q 7 .3 A )

While some thought that it might be good to adjust academic research 

allowances and the highest basic salary scales in accordance with 

performance, the possibilities, in practice, of doing so were very low, the 

adjustments involved implicating a complex of changes that would inevitably 

include other teachers and deans:

From my own perspective, it is certainly best that the salaries of principals can 

be adjusted but the problem  is w hether the financial conditions of our 

governm ent can a llow  it [...] and w hether it would also be necessary to adjust 

salary standards for teachers?  It m ay involve in problem s of equity [...] so I think 

it is hardly possible to change salary or adjust salary scales. (P 7N .Q 7 .3A )

Performance related pay systems or classified salary scales for principals 

were also regarded as inappropriate because classification would mean
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comparison among them which sometimes created problems of equity. If at 

the technical level, it is regarded objectively as impossible to differentiate 

good principals from poor ones, the outcomes of performance appraisal would 

be in doubt and the functions of counselling compromised. Moreover, 

interviewees considered it impracticable to base salary scales on the size of 

schools because running a small school well in a remote area was sometimes 

much harder than doing so in a well-located, big school. Some excellent 

principals might be reluctant to serve at small schools when it came to 

principal selection:

Technological problem s m ay be first taken into account when setting classified 

salary scales of principals [...]. And the technology is just w hether there is a 

convincing benchm ark for differentiating excellent principals from poor ones. So 

in the current circum stance it is much eas ier to offer rewards in the form of 

perform ance bonuses than to adjust pay scales, while doing so is quite unlikely 

to create other troubles (A 1K .Q 7 .3B )

If principal perform ance is used as a basis to construct classified salary scales 

for principals or adjust pay structure, counselling processes would becom e very 

sensitive. B ecause  as [...] it would be involved in an advance or retreat of 

personal career [...] the deficiencies of principals could be intentionally 

concealed! (P 4 C .Q 7 .3 B )

I think, it is unreasonable  to set salary scales of principals on the basis of 

school s ize [...] if it could be said that the bigger the school the heavier the 

burden would be but then w hat about principals of schools in rem ote areas? If 

at the tim e of selection the principal is considered for transfer from a big school 

to a sm aller one  does this m ean that his salary will have to be reduced? So I 

think it’s quite unfeasible. (P 5 C .Q 7 .3 B )
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7.3.4 Principal selection

Respondents on balance agreed that the main criteria of selecting or 

rewarding principals should be based on the extent to which they achieved 

annual performance objectives (Q52, m=3.38), with no statistically significant 

difference between respondents in different posts (Appendix E). Some 

interviewees regarded this as not only reasonable but also capable of creating 

stimulating work motivation. In Taiwan principal selection is mainly focused on 

overall school performance which might not actually reflect the contribution of 

principals, given their varied contexual differences. For such reasons, the 

overall performance of schools should not be taken as the criterion for judging 

the performance of principals; instead emphasis should be laid on principals’ 

achievement of performance and improvement objectives set each year. 

However, while objectives of each school were different it was not easy to 

compare principals’ performances between them. At principal selection, 

performance efforts which have reached certain requirements should be 

priveleged, while the main task of Principal Selection Committees should be 

to make the best decision of who should be selected to which school, in view 

both of the features of schools and the capabilities and leadership styles of 

principals. Those who might fail to measure up to certain criteria during their 

four year terms would be naturally knocked out by such a selection 

mechanism:

If w e can focus on how  principals have w orked over a period of four years and 

look at the objectives they have set them selves and those they have failed to 

realise in their term s [...]  w e would then be able to appraise very objectively [...] 

the actual results or perform ances that the principals have strived to achieve in 

these years. And this only should be the param ount standard for principal 

selection. (A 4 C .Q 3 )
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I feel that ultim ately results can be taken as the reference for principal selection 

because this m an agem ent system [...] is already very rigorous (P 4C .Q 7.1A )

If it can be applied to principal selection in future and principals with excellent 

perform ances w ere  objectively chosen for schools as they wished then I think 

this would be also a kind of encouragem ent. [...] because currently principal 

selection is a lw ays troubling us while its impact is great as well. (P 5C .Q 7.3A )

T he benefit of this m anagem ent system is that it might be able to more 

objectively judge the efforts and contributions of principals than those at the 

present but its deficiency lies in the limitats of com parison with others when  

perform ance is based on different objectives [...] In fact, principal selection is 

not about selecting the m ost capable principal but the most suitable, com petent 

principal for the school [...] Thus, as long as the perform ance of principals is 

above a certain level they should be selected. T he  main duty of selection 

m em bers is to m ake the final decision as to which principal is suitable for which 

school. (A 1 K .Q 7 .4 )

In addition some interviewees believed that punishment should not be a 

purpose of PPM. It might be inappropriate to impose any punishment on 

principals with unsuccessful annual performance and of more use that a 

system provided them with opportunities to make improvement with active 

assistance. If the overall performance of principals still remained imperfect by 

the end of their four-year term it would be reasonable to deal with 

incompetence through the selection mechanism:

I think, no punishm ent should be im m ediately imposed on those with poor 

annual perform ances, as this system  is m ainly intended to facilitate the growth 

of principals. Therefore , advisers should assist principals to discover and solve 

problem s. Certainly, those with good perform ances should be com m ended but I 

think m ore active assistance should still be provided to those with poor 

perform ances. If the perform ance of principals has rem ained imperfect 

throughout four years, then I think it would be reasonable to elim inate them by 

the w ay  of the principal selection m achinism . (P 1K .Q 7 .1A )
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7.3.5 Providing for performance improvement

Respondents in the main thought that local education authorities should have 

an annual budget for the use of annual principal performance improvement 

(Q53, m=3.42), JHSPs and PriSPs doing so significantly more strongly than 

EdAs, and JHSPs more significantly than PriSPs (Appendix F). Many 

interviewees felt very strongly that the expense of and resource for objectives 

prioritised for development and improvement for the coming year should be 

listed in performance appraisal reports so that schools and Bureaus of 

Education could incorporate them in planning budgets. This would free them 

from political interference and render them more compliant with the needs of 

schools:

I th in k ...a fte r the confirm ation of advisers, the Bureaus of Education should 

certainly sort out affairs related to perform ance developm ent or im provem ent 

[...] and then based on these dem ands...p rovide  subsidies or expenses. This 

would be m ost objective because it can avoid m ore subsidies being provided to 

certain schools [...] since som e councillors [...] have strived for them  [...] If there  

is such a system  [...] resources can be really used to improve the parts of the 

school that indeed need to be im proved preferentially so that the m oney can be 

spent exactly  for appropriate uses (P 6 C .Q 7 .5 )

If [ ...]  inform ation is required by educational authorities, it can be presented in 

appraisal reports and authorities, in becoming aw are  of it, can provide the 

resources which principals need (S 4 C .Q 7 .1A )

If [ ...]  the cost is not large it should be planned in the budget of each school [...] 

in the event that the school has no w ay to raise the funding, it should work out a 

plan and subm it it to the Bureau of Education to incorporate it into its annual 

budget in order to provide the grants needed. (A1K . Q 7 .1A )

However, because the national buget year runs from January to December 

while the school year runs August to July, February to July semester, school
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expenditures are incorporated into current budgets on the basis of actual 

requirements, while those for the August to January semester need to be 

subvented from that of the previous school year:

It will be very im portant that if the resouces necessary for the principal to 

achieve im provem ent or developm ent objectives of the next academ ic year 

(August to July) are  to be ready [...]  Bureaus of Education should estim ate the 

possible expenditures principals require for the first sem ster and plan in 

advance for their special inclusion in the previous y e a r’s allocations. Then  

w hen perform ance reports [...] have been verified by Bureaus of Education a 

special grant can be distributed according to actual dem ands. I think this 

m ethod should be w orkable. (P 5 C .Q 7 .5 )

Educational administrators indicated that while the annual resources of 

Bureaus of Education were limited, there was concern their ability to satisfy 

schools’ demands for facilities and buildings. Therefore, limits should be set 

on the allocation of each school which excluded improving in buildings and 

facilities which should be otherwise dealt with. Whether principals made full 

use of their allocations should be also taken into account as an element of 

their annual performance:

I'll be worried w h eth er the allocation is sufficient for the year because the  

renovation o f som e old school facilities, construction of new  schools, and 

building of new  classroom s have created a heavy cost for us [...] I think it will be 

quite difficult to pay for any additional large expense [...] W hile there will be an 

overall plan for school construction [...] would be better to withdraw  

im provem ent item s for facilities and school constructions from annual 

perform ance objectives? (A 3K .Q 7 .5 )

I think it is an erroneous concept w hen som e principals say that they cannot run 

their schools well as they lack m oney [...] There  is no absolute correlation 

betw een the perform ance of principals and their expenditures Instead what 

should be considering is w hether you can achieve the greatest benefits from  

the funds that governm ent distribute to them  and list the results as an item of 

perform ance review. A  principal who lacks m oney but can run the school well

302



Chapter 7 Results of Data Analysis 303

would be absolutely m ore effective than a principal who has m oney but fails to 

operate his school satisfactorily! (P 4 C .Q 7 .5 )

7.4 Summary

While school principals are condemned to play relatively isolated roles, they 

can well reduce such a predicament by seeking actively to access various 

groups, striving for personal growth and pursuing such assistance as is 

needed from others. In Taiwan, every principal has to face the pressure of job 

selection every four years and still lacks professional support in this process. 

It is such circumstances that impel the necessity to lay emphasis on the 

development of PPM systems. The questionnaire survey and interview data 

presented in this chapter can be said to be generally supportive of the main 

features of such systems.

By and large, an integrated ‘development and ‘improvement-orientated 

accountability model’ was accepted, in which they concur with the notion 

that a main purpose of PPM policy should be to assist professional 

development and performance improvement while calibrating the extent of 

‘improvement’ as reference for annual performance rating and principal 

selection as a secondary aim. It was also hoped that a professional advisory 

support system for principals would be planned, to transcend and replace the 

current inspection system of local authorities. As to individualisation and 

contextualisation of PPM, performance objective settings and outcome 

treatment should receive more attention, on a basis of mutual trust, common 

consensus and sustainable improvement. Partnership not only should be 

established between principals and advisers but also with school colleagues.
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In addition, while performance counselling and feedback was emphasised 

during PPM processes, the establishment of appropriate honour rewards and 

team bonus reward systems should also be considered.

Although most educational administrators and principals held similar views on 

the great majority of issues, there were some significant differences of 

response, roughly reflecting their super- and subordinate positions in the local 

authority hierarchy. Principals concerns tended to focus on the educational 

problems they faced currently and the forces to which their interests they 

would be subjected to a PPM system. They paid more attention than 

educational administrators to the hope of providing qualified professional 

external advisers to support them, in place of the current inspection system, 

highlighting confidentiality and due process, emphasising the establishment of 

principal professional development mechanism and reward systems and 

providing improvement grants and resources. In turn, educational 

administrators were concerned their more overtly bureaucratic, 

line-management duties, focussing more upon accountability-orientated 

purposes, the roles of inspectors, the importance of local education policy and 

quantitative outcomes of a PPM system.
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Chapter Eight 

Conclusions and Recommendations

8.1 Introduction

Devotion to principles and practices of new public management has rapidly 

increased in virtually all developed, as well as many developing societies, not 

least in the belief by their governments that they are part if rendering their 

economic systems fit for the purpose of meeting global competition (see 

Section 3.3.2.3). In education, one of its more obvious manifestations has 

been the development of an ‘accountability movement’ and three policy 

technologies: market, managerialism and performativity (Ball, 2006: 143) on a 

virtually worldwide scale, within which issues of school performance 

management have grown to great importance in many countries (see 

Sections 4.2 and 4.3). Concepts of educational accountability and what have 

become referred to as ‘the 4Es’, effectiveness, efficiency, excellence and 

equity, in education have become central to their policy frameworks, resting 

on value or ideological positions whereby schools and principals are expected 

to pursue high quality performances. Just as businesses are pictured as being 

led by entrepreneurial and management spirits, so the ‘business’ of schooling 

is seen to require a departure from relatively paternalistic administrative 

modes toward more performative ones (Ball, 2004), where the importance of 

heads and principals as schools’ ‘managing directors’ is taken for granted. 

This has obvious advantages for central governments who both see 

traditional ‘producer interest’ in public services as a source of inefficiency and 

waste and who believe that more active shaping of local services, like 

education, require relatively strong central influence through legislative and
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target setting regimes.

In Taiwan, after the massive political and social changes that have taken 

place over the two decades since 1987, educational reforms in curricular and 

teaching modalities, educational decentralisation and participative 

management with teacher and parent involvement since 1995 have reshaped 

a new and characteristically Taiwanese context of school management (see 

Section 4.4.1). Here, too, global focus on raising education quality has been a 

salient concern and accountability for it placed on the shoulders of principals. 

While their position has long been venerated, principals are now seen in 

Taiwan as crucial school leaders, their leadership and management believed 

to be deep influences on school effectiveness and teaching quality (see 

Section 1.1.1). They are expected not only to provide professional leadership 

and management but also to raise the quality of education for students. 

Whatever empirical backing there may be for such expectations, and they 

may be based as much on hope than achievement, there is scant evidence of 

the existence of adequate systems of human resource development and 

facilitating mechanisms for principals during their professional careers (see 

Sections 1.1.3, 1.1.4). In face of a fast changing environment of education 

reform and the increasing expectations of a multiplicity of reference groups, 

from employers to parents and students themselves, principals have gradually 

given way to mounting and complexifying work pressures (S. X. Chen, 2003; 

Jiang, 2001; R. Y. Lin, 2005). If these expectations are in any meaningful 

sense to be met and requited across the board, in terms of whatever is 

expected as, or passes for, more effective performances, external 

professional support of appropriate kinds, it is argued, must be provided to 

assist principals to manage their schools (S. X. Chen, 2003; Liu, 2002; 

McMhon, 2003). Meanwhile, in Taiwan, the current, statutory appraisal
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system conducted for purposes of principal selection has not only brought 

unprecedented pressure upon them but largely nullified widespread possibility 

of professional support and opportunity to make continuous improvement 

(see Section 1.1.5). It is such concerns that seem to make it necessary to 

design a PPM system that can integrate principal performance and 

professional development suited to the needs of Taiwan.

PPM is, indeed, an emerging idea in school management in some parts of 

Taiwan. In this study my aim has been to interrogate the relevant literature as 

preface to conducting empirical research among stakeholders that would 

facilitate construction of an acceptable and worthwhile PPM system for our 

schools that would be of utility both to educational policy makers and 

academic researchers. Thus, the remainder of this chapter will address what 

may be said by way of overview and reflection in answer the six research 

questions (see Section 1.3) over three sections: conclusions (what the study 

found), recommendations, and limitations of the study.

8.2 Conclusions (What the Study Found)

Conclusions can be divided into two parts, the first drawing on the literature 

review, the second reporting and reflecting on empirical findings.

8.2.1 Literature review

8.2.1.1 Basic conceptual analysis

Conceptual analysis is an exercise in probing terms and ideas so as to clarify
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usage and meaning. Though somewhat discredited as a philosophical stance 

its life continues in essentially value-oriented discourses, like those of 

management and education. Standing at their crossroads, Principal 

Performance Management (PPM) is regarded as different from Principal 

Performance Appraisal (PPA), consisting of a cyclical improvement process 

toward specific objectives agreed between advisers and principals in a spirit 

of cooperation and open communication over a period of time in order to 

assist the latter to improve their professional capabilities and performance. 

Emphases in a PPM system are on consensus, collaboration and processes 

of sharing, enabling principals to integrate their personal goals with school 

development objectives and performances with professional development. 

Protagonists see it as capable of guiding professionally developed principals 

with strengthened work motivation toward promoting the effectiveness of their 

schools through school development and improvement plans. PPM systems 

claim to integrate HRM functions of acquirement, maintenance, appraisal, 

development, transfer and remuneration, including principal selection, support, 

professional development, transfer planning and performance rewards (see 

Sections 2.5.2.2). Whether any of these things are true in the contingent world 

of practice is an empirical matter. But clearly they are culled from theoretic, 

disciplinary sources that may help explain their character.

8.2.1.2 Theoretical analysis

Different philosophical paradigms hold to different, sometimes apparently 

conflicting, ontological, epistemological and methodological assumptions 

which, in turn, incline to different views about the construction of possible 

PPM systems. Choice between such orientations is a necessary feature of 

theoretical and empirical work; research is nothing more than confronting
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facts with ideas, theory with appropriate empirical description, and vice versa, 

in open relation. While we should regard one as nothing without the other, the 

knowledge and procedures which generate research are manifold. Thus we 

noted that, for example, positivists would tend to regard PPM systems as 

having the character of objective and independent reality where managers 

might rely on rational analyses, naturalists incline to lay emphasis on 

understanding contextualisation, changeability and inter-subjectivity, critical 

theorists to seek to reflect upon and demystify the nature and operation of 

authority and ideological dominance and poststructuralists to regard them as 

panoptic devices for monitoring and controlling principal performance. Each 

has different consequences for how we might conceive of, plan and operate 

PPM (see Section 3.2.5)

Whenever there are organisations there is power and control that constitute 

and are expressed through management but its modalities are not given. 

Individuals may be either respected or objects of control; consensus may be 

sought or views imposed, goals are multiplex. The contention here is that, 

while being realistic about the ‘ownership’ of organisational resources and 

goals, awareness of the derivation of different philosophical paradigms from 

basic assumptions of subject/object, absolute/relative and realistic/historic 

dual opposites might well usefully incline us toward concepts of ‘cooperative 

partnership’ in seeking to integrate subject and object relationships between 

managers/advisers and principals in PPM through processes of achieving 

‘common consensus objectives’ that compromise between absolute and 

relative objectives, relying on a notion of ‘sustainable improvement’ to link up 

or integrate person management, development and accountability purposes. 

Such an orientation would seem particularly proper in a non-market, public 

service domain where empowered professionals are given a degree of
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autonomy to work in historically highly conditioned and varied contexts to 

seek improvement in others through pedagogic means. Moreover, in the 

language of the moment, there may be ‘good science’ that points to the good 

sense of such improvement-oriented accountability

The worlds of administrative and management theory and practice have 

always tended to draw on psychology rather than other social science sources 

for such inspiration. Three psychological schools of thought were examined as 

possible sources of inspiration in the planning and implementation of PPM 

systems, encompassing behaviourist, cognitive and humanistic theories with 

their relative emphases on shaping, understanding and self-actualisation. 

Human relations (HR) thinking, long the underpinning of people-management 

activity, splits in its emphases on the relation of incentives to intrinsic and 

extrinsic motives and demands for individual performances, Maslow, Alderfer 

and Herzberg, for example, offering variant content views of motivation where 

both internal and external factors matter and Vroom, Adams, Locke and 

Weiner developing process theories of motivation linking both internal 

cognition processes and individual behaviours and the causal relationship 

between actions and outcomes (Section 3.2.4.2). Three historically successive, 

though continuingly influential administrative/organisational theoretical 

approaches, were then explored, classical scientific, human 

relations/behavioural science and system theories, with their respective, 

relative emphases on one-best-way work behaviours, employee motivation 

and satisfaction and organisations as open systems composed of 

interdependent sub-systems. It was contended that the most recent trends in 

management theory, total quality, human resource and new public 

management, can be said to have increased claims as to the importance of 

PPM systems, each placing great emphasis on the intensification of individual
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capabilities and organisational performance. While TQM seems to represent a 

triumph of customer sovereignty and human relations the importance of human 

resources in increasingly knowledge-based production systems, the overt 

introduction of concepts of private sector management and market competition 

intended to improve and intensify the effectiveness of governance, through 

new public management techniques, could be said to celebrate a marriage of 

adoption of quality improvement, contracting-out and performance related pay 

systems. The intellectual cross-currents of models of human nature and 

behaviour and public administration motifs (such as producer-capture and 

principal-agent theory), heavily influenced by economistic notions of public 

choice, are as complex as they are evident.

8.2.1.3 Experience of Britain, New Zealand and Taiwan

Set against such theoretical foraging, the third purpose of the study has been 

to examine the experience of PPM in Britain and New Zealand and review the 

current situation in Taiwan. Granted the different historical and cultural 

backgrounds of their education systems, it was hoped that the experiences of 

planning and implementation documented in Britain and New Zealand could 

be applied, with due circumspection, to better understanding of problems 

confronting Taiwan. In an era of global competition between knowledge 

economies, intensification of manpower quality and promotion of education 

quality have both been regarded by governments and international agencies 

as core strategies in enhancing international competitiveness. Improving 

school performance by adoption and implementation of PPM policies, 

whether of regional or local bases, as in the USA, or on a national scale, as in 

both Britain and New Zealand, has become ‘normalised’, what passes for 

‘good science’ being pressed into commonsensical, necessity. As the
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likelihood appears to be that if Taiwan at some stage adopts something like 

full-blown PPM it will be on a nationwide scale, it was thought sensible to use 

them cautiously as comparators.

The PPM policy adopted in Britain has taken continuous promotion of head 

teachers’ capabilities and improvement of pupils’ attainment as its core 

elements. From 1991 development-orientated head teacher appraisals were 

conducted though, as they failed to enhance pupils’ attainment, a new PPM 

policy was adopted in 2000, accentuating raising pupils’ achievement and 

principals’ professional capabilities. Although such policies’ emphasis on 

national pupil test results may not necessarily suit Taiwanese circumstances 

and although there may be some deficiencies concerning the competencies of 

governing bodies as appraisers and time allotted to counselling process for 

heads, the system conducted in Britain has displayed several features that 

are worthy of high regard in a worked-out, development-orientated model. 

These include adopting an annual, cyclical, integrated management model, 

focusing on heads’ professional capabilities and continuous performance 

improvement, arranging a trained pool of contracted-out external advisers, 

combining principals’ performance objectives with school development or 

improvement plans, respect for principles of confidentiality and due process 

and establishing ancillary measures, such as Professional Standards for 

Principals, a National College for School Leaders, and Leadership 

Programme for Serving Headteachers. New, revised regulations on 

performance management for head teachers were launched in October 2006, 

to come into force on 1st September 2007 (DfES, 2006d).

Since 1989 New Zealand has put into practice its new education 

decentralisation system, adopting school-based management systems with
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parents at their centre. At the same time, a complete accountability 

mechanism stretching from central government to schools has been 

constructed, the Ministry of Education responsible for policies and standards, 

while an independent Education Review Office is responsible for education 

inspection and appraisal, school boards undertaking and supervising local 

policy-making which binds principals (see Section 4.3.1). Its PPM systems 

particularly rest on rights and duties connecting decision-makers and 

executors by way of school charters and principal performance agreements 

based on an annual cyclical management model combining professional 

development and performance, integrating principals’ performance with 

school objectives, privileging consistency of policies and establishing 

professional standards for principals.

It was contended that both routine annual performance rating and principal 

performance appraisal conducted every four years in Taiwan, which have 

always tended to the summative, need review and repositioning. Overall 

operating systems have neither been planned completely nor are fit for 

purpose, lacking specification of annual performance objectives, neglecting 

professional development, relying on untrained appraisers and standardised 

indicators, excessively quantified among methods overly relying on 

time-compressed review of files. Principals can only sense pressure of 

educational policies, not opportunity for improvement.

8.2.1.4 A preliminary PPM model and its elements

The fourth purpose of the study has been to construct a preliminary PPM 

model and its elements which should be considered from the literature review 

which, in effect, both can serve as a checklist for the empirical issues to be
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raised and might act as some sort of template against which Taiwanese 

present and possible future practices might be gauged (see Section 5.3)

8.2.2 Empirical research

The fifth purpose of the study is to examine the views of educational 

administrators and principals of primary and junior high schools, key 

professional stakeholders, concerning the possible shape of a PPM system in 

Taiwan. The information gathered by means of questionnire survey and 

in-depth interviews suggested considerable support for an integrated, 

developmentally-oriented modality which provided principals with continuous 

professional support for improving the effectiveness of their management 

appropriate to the power and authority relations within Taiwanese schooling 

(Dimmock, 2000), where the traditional role islation of principals was seen as 

needing to give way to more active learning from various other groups in their 

professional community, in the fast changing circumstances of recent 

educational reform.

In terms of formulation and design of a PPM system, participants concurred, 

with relatively few differences between position types, that what would be 

most desireable was one which was not only development-orientation or 

improvement-oriented accountability based on mutual trust, but characterised 

by annual, diagnostic school self-evaluation, assisted by trained external 

advisers with appropriate experience, personality characteristics, 

communication skills, problem diagnosis and wider professional capabilities, 

locally selected, centrally validated, then employed by local authorities or 

schools for up to three years, according to demand and respecting principals’ 

views (see Section 3.1.3).
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Nationwide professional standards for principals could be established, if not 

over standardised or theoretically fixated; leadership of principals may both a 

science and an art and there was strong belief that contexts varied, all 

schools were different. Key performance areas for principals, while covering 

administrative management, professional development and leadership 

behaviours, pupil attainment, parental satisfaction, public relations and 

financial management outcomes would necessarily differ in emphases from 

those of either Britain or New Zealand (see Section 4.3. 4.4), reflecting 

different expectations and system characteristics. To be suited to such 

puposes, methods and tools of data collection must be both agreed and apt.

As to implementation of PPM operating processes, while respondents 

negated the idea of performance agreement, which might only signify 

symbolic control as ‘contract replaced covenant’ (Ball, 2004: 152; Bernstein, 

1996: 169), there was considerable consensus as to new principals 

converting diagnostic school self-evaluation, with colleagues, into school 

development plans as a working commitment within their four year term. 

These could be submitted to Bureaus of Educations before end of their first 

year, reappointed principals using relevant school evaluation data as the 

basis for annual performance objectives, all mainly based on school 

development and improvement plans and taking into account critical local 

influences. Annual performance objectives should include at least one item 

associated with pupil attainment, principals’ professional development and 

school improvement, respectively, each year.

There was also wide agreement as to the trust, reliance on portfolios and 

regularity that should characterise communication and counselling processes
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and the need to receive and attend to clear feedback, not only from advisers 

but, most importantly, school staff, as well as students, parents, superiors and 

communities. Given the embryonic state of PPM in Taiwan, views as to who 

should conduct performance appraisal hinged around its main, proposed 

purposes; if associated with either annual performance ratings or principal 

selection, Bureau of Education inspectors could properly partake, if 

developmental it should be mainly conducted by advisers, based on 

appropriate data, including adequate observation and lead to review meeting 

and confidential report, access to which was carefully delimited and upon 

which there would be right of appeal, comment or demurral.

There was strong support for establishing a ‘complete’ principal professional 

development mechanism based on performance outcomes, so long as it lay 

more emphasis on development and encouragement than discipline or control, 

centrally planned and led, while also favouring commissioning universities to 

set up special, advanced principal classes and a website built specifically for 

principals. There was also strong support for honorary, best or excellent, 

individual performance rewards for and preferential selection as advisers of 

outstanding principals and of performance as a basis for salary increase or 

appraisal bonuses, with most respondents seeing extra material rewards as 

best provided as group performance bonuses to the whole school. 

Performance related pay was undesirable while other forms of reward through 

increasing academic research allowances and the highest basic salary spine 

were also regarded as relatively unfeasible and scales based on school size 

impractical and inequitable. Though achievement of performance or 

improvement objectives might properly be used as the main measure in 

principal (re)selection, it was felt strongly that these should be modulated by 

school contextual factors; performances did nor neccesarily match principals’
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actual contributions to their schools.

There were some differences, though they are not as extensive as might be 

anticipated to the occidental mind, in response strength to questionnaire items 

between administrators, primary school and junior high principals, the foci of 

their ‘realisms’, reflecting differences in standpoint in relation to hierarchic 

positions, in which educational administrators gave more weight to 

accountability-orientated purposed of PPM and the roles of administrative 

inspectors, while principals were more concerned with substantive issues of 

professional support and assistant. There may be something in the argument 

that principals and administrators come from much more the same tradition 

and share the same cast of mind in Taiwan, as compared, say, with those in 

England or New Zealand.

8.3 Recommendations

Given my background and work commitments it was inevitable that this study 

should seek to have an applied nature. While I hope that its findings add to 

existing academic understanding and will serve as reference points for others’ 

academic studies in the area, it is also important to me that they may provide 

some reference for policy makers and their educational administrative agents 

seeking to promote the professional capabilities and performances of 

principals. I would contend that the conclusions arrived at form an appropriate 

basis for several, tentative recommendations to policy makers and future 

researchers:
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8.3.1 Recommendation for policy makers

Policy makers would do well to give pause to the notion that ‘principals matter’. 

Administrators, teachers, parents and principals themselves seem to think so 

quite strongly and in many societies central governments intent on 

restructuring their systems have shifted from old-fashioned, rather 

paternalistic notions of their importance to school improvement and 

effectiveness driven rationales which centre on them as change-agents. This 

is a long way from saying that nice principals help to make happy schools or 

that incompetent ones engender dysfunctionality, it is to put them at the heart 

of our increasingly performative educational culture. But although policy 

makers now often act as if principals ‘matter’ in the sense of ‘making a 

diffference’ to pupil performance the empirical evidence that they do so is 

somwhat limited. In education, as elsewhere though perhaps more so, things 

tend to be true because they are there, belief in them and accompanying 

behaviour regarded as ‘normal’. What policy makers ought to be asking 

themselves, therefore, is exactly in what ways do principals really matter? In 

doing so they also need to ask themselves how our schools really work. Our 

empirical evidence, though not unequivocal, indicated that principals may be 

isolated, even embattled, figures whose relationships other than with closest 

colleagues are rather distant. Necessity to reappoint or transfer them every 

four years through appraisal mechanisms is only just beginning to move on in 

some authorities from steroetyped rating scales based on information on file 

that militates against professional openness. Yet they now perfom in a world 

of centrally driven educational reform where traditionalism is giving way to 

progressivism, pedagogical forms become more learner-centred, with 

concomitant changes in the nature of teacher-student, teacher-parent, 

teacher-teacher and, most relevantly to us, teacher-principal relations. We
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ask our schools to be simultaneously more accountable, equitable and 

effective, though sometimes providing little more than new rules and 

exhortation to do so.

Policy makers must, therefore, be convinced that principals need 

performance management where they have not had it before because they 

and their schools have new tasks to perform that require certain sorts of 

professional leadership and management to be engendered through 

appropriate policies and measures for human resource recruitment, 

maintenance, development and management of principals themselves. We 

have already changed schools in a number of significant ways without paying 

much attention to how those who lead them change concomitantly. This would 

require as much concerted attention to their professional certification, 

induction guidance, in-service training and pay structure adjustment as to 

their performance management. Indeed, PPM without these precursors would 

be rather like making bricks without straw. The lofty achievements of 

education in Taiwan fostered high quality manpower which provided much of 

the impetus to the economic development that constituted its first, 

industrialising, economic revolution in the late twentieth century. It was 

achieved with little attention to principal manpower. However, in an 

environment of growingly intensive competition worldwide, whether such 

superiority can be maintained raises big questions for education structures in 

general and the character of their labour power in particular. Continuous 

educational reform must rely on the whole-hearted dedication of front-line 

principals and teachers supported by renewed and updated human resource 

development and management policies. Reshaping Taiwanese principalship 

is not simply some new managerialist necessity but a matter of shifting it from 

predominantly administrator to educator mode, required if the style of reform
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already in train is to be delivered. And there should be no illusion that such 

support should be for principals without matching provision for staff.

Policy makers can be asssured that the majority Taiwanese primary and junior 

high principals and administrators are ready to embrace a PPM system 

wholeheartedly in most respects, if with some residual caution concerning 

others, if it pays attention to needs for professional support and counselling 

for those responsible for the delivery of educational reforms and is oriented to 

sustainable development and excellence of schools. It would entail 

specification of annual performance objectives for principals and provide 

supportive counselling processes to help achieve them, as well as providing 

diagnostic and review process that would help to seek possible solutions for 

problems of failure to achieve performances. Support for such change tended 

to be most marked in those local authorities whose systems had already 

moved some way in the direction of developmental appraisal. Given this, the 

time appears ripe for active pursuit of PPM policies, first prepared for by 

careful policy legitimisation. There should be review and construction of the 

establishment of professional standards for principals, principals performance 

reward system and professional development mechanisms. The earlier such 

measures can be planned, the more effective impetus of the policy is likely to 

be. Policy makers would do well to adopt a model of gradual development, 

seeking consensus between stakeholders through consultation and 

discussion and communication, not least to head off misunderstanding as to 

means and puposes. A development-orientated model, as in Britain, almost by 

definition, requires gentle introduction until principals have become 

conversant with its operation as a system and it has been reviewed and 

corrected. A developmental or advisory group of invited scholars and 

practicians might be appointed to carry out a policy trials and pilots in selected
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communities, avoiding live, mass system experimentation, such as too often 

has marked educational innovation.

8.3.2 Recommendations for further research

Although relevant data have been compiled through literature analysis and 

empirical study, a PPM model has not been tested on site in this study, even 

though, hopefully, what would count as one in the Taiwanese context, has 

been clarified. An experimental study would need be carried out in one or 

more selected communities to further test the feasibility of this model.

It has been proposed but not developed that different PPM models can be 

adopted depending on the various motivations, capabilities and career 

phases of principals. The fact is that all principals in some degree differ from 

each other in achievement motivation, professional capability and experience. 

Some have strong self-motivation, good capabilities and rich experience, 

such that they might not only naturally and easily undertake self-development 

but also be well able to provide counselling services to others -  they may be 

their own, best PPM integrators. Others might find processes of both self and 

external scrutiny less congenial. It would be worthwhile conducting further 

study to identify the character and contexts of different motivations among 

principals of varying capabilities and experiences and what management 

models best suit them. Gender, age, length and shape of career pattern and 

service might all be interesting avenues for further exploration beginning, 

indeed, with the unexploited data in these areas which this study has already 

produced but not yet analysed. A number of interviewees believed that the 

PPM should be also conducted with teachers to integrate their performance 

objectives with those of their principals and, clearly, there should be further

321



Chapter 8 Conclusions and Recommendations 322

planning with respect of operational models of future teacher performance 

management.

8.4 Limitations of the Study

It is inevitable that there may be some limitations to every study. The study 

mainly focuses on issues attending the possible formulation of an appropriate 

principal performance management system for primary and junior high 

schools in Taiwan. No reference has been made to senior high schools. This 

is because compulsory education in Taiwan is only up to junior high level and 

is managed by local government. Senior highs are in the direct purview of 

central government and enjoy more autonomous management powers. While 

investigating them would be of great interest, it would certainly require a 

separate and rather different approach.

The nature of a PPM system is inherently practical, its theoretical frameworks 

as yet undeveloped. It is for this reason that I have tried to examine and draw 

out possible ones from philosophical, psychological and administrative 

perspectives as reference points. However, this is easier said than done; the 

scope of these three fields is too extensive to permit exhaustive treatment and, 

given the fragmented, ‘horizontal’ character of discourse in the humanities 

and social sciences (Bernstein, 1999), we must recognise that different 

approach paradigms or schools of thought have perspectives that are as likely 

to conflict as to coexist with or add to others. Although I have ambitiously 

attempted to synthesise different thoughts in an ‘integrated’ model, its status 

is highly pragmatic and provisional. Moreover, due to time and data collection 

limitations, exploration of countries which have implemented PPM system is
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confined to the UK and New Zealand and it will be important to examine 

practice in other countries in the future. While only few articles searched from 

journal databases are focused on PPM in both countries, the effects of its 

policy implementation can only be analysed by limited data. In addition, some 

available literatures related to performance management are derived from 

business and industrial management fields which may not be lightly applied to 

the context school management. While most of the focus in the performance 

management literature is laid on employees, rather than top managers in 

organisations, its directly application to the construction of PPM systems is 

limited.

It should also be acknowledged that participation in this study was confined to 

administrators and principals and excluded other important stakeholders, 

particularly teachers and parents. Those surveyed were selected from all 23 

counties/cities of Taiwan by systematic sampling with a random start and 

purposive sampling, though interviewees were selected from three 

counties/cites only, representing differing types. Some administrators and 

principals interviewed were recommended by their line managers as being 

responsible for, or experienced in, principal evaluation or school evaluation. 

Insofar as the interview data gathered could be argued to largely reflect the 

main opinions of those responsible for formulating PPM practice and those 

who might already have been somewhat affected by partial versions of PPM, 

they might not fully represent the perspectives of all administrators and 

principals in Taiwan. And inevitably some information obtained by both 

questionnaire and interview with administrators and principals may reveal 

prejudice about or ignorance of PPM systems. But this is in the nature of 

social science research in this genre; respondents were not chosen because 

of any knowledge of or enthusiasm but simply as practitioners in post. My
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methodological approach, while consciously seeking to combine quantitative 

(questionnaire) data with qualitative (interview) material equally deliberately 

did not attempt to use other methods, such as observation. I have set out to 

map relatively uncharted terrain and acknowledge that detailed exploration of 

principals’ work and relationships, including those engendered by 

performance management arrangements will in future require more 

ethnographic forms of study.

Moreover, while the original questionnaire was in Chinese and all of 

interviewees participating in the study spoke Chinese (Mandarin) with some 

Taiwanese, I first had to transcribe interview audio-recordings in Chinese, and 

then translate them into English. Although during the process of translation, 

some formulations had been discussed with Taiwanese researchers to catch 

and retain ‘real meanings’, there may be still some language bias between the 

original thoughts of interviewees and excerpts, as well as questionnaire 

wordings, due to the limits my ability to translate and the gap in the ineffability 

of oriental and occidental minds.
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Appendix A

Survey of Formulating a Practical Principal Performance 
Management System (the PPM system)

D e a r Principal/policy m aker,

T h an k  you for taking th e  tim e  to co m p le te  this question n a ire . In Taiw an , school-based  

m a n ag em en t policy has b ee n  d e v e lo p e d  out o f concern  to im prove the  accountability  and  

perfo rm ance of principals. T h e  pu rp o se  of this study is to exp lo re  questions that arise in 

respect of how  to construct a  fe a s ib le  P P M  system  w hich m ay serve  as re fe ren ce  points for 

education policy m aking.

T h e  first question concerns you r curren t position, w h ile  th e  o thers  focus on your v iew  of P P M  

system s. Results will be an a ly se d  on an a g g re g a te  not individual basis  and  will be  used only 

for the academ ic  purpose o f this study. T h e y  will only e v e r  be reported  anonym ously. 

R esearch  ethics and confidentia lity  will be  strictly a d h e red  to w hich , hopefully , will e n ab le  you 

fee l free  to answ er all questions.

By sharing your expertise , I am  con fid en t th a t you will be playing a vital role in the  success of 

this research. It would be m ost helpful if you could a n s w e r e very  question  in the  schedule, 

hopefully within one w e e k  and  m ail it b ack  using th e  return e n v e lo p e  provided. I would like 

express m y sincere  app reciatio n  fo r you r help  in com pleting  this question n a ire .

1. Current post (P le a s e  put th e  a p p ro p ria te  n u m b er in the  b racket)

( ) (1 ) Educational adm in istrators; (2 ) Jun io r high school principals; (3 ) Prim ary school 

principals

2. Definition of the PPM system

PPM: Is m ean t to be  a cyclical im p ro v em e n t process  a im ed  at specific  annual perform ance • 

objectives agreed  b e tw e en  ad v isers  and  principals  through  coo p eratio n  and com m unication  

over a period of tim e w hich can  help  principals  to im prove th e ir professional capabilities and  

perform ance.

When answering questions:

- M ost answ ers  ask you to respond  to a 4 -p o in t sca le  ran g e  from  “1” (Strongly d isag ree) to 

“4 ” (Strongly a g re e ) a t the  end  o f e ac h  item . P le a s e  s  in th e  box o f your choice.

- T h e re  m ay be severa l item s to m ost questions . P le a s e  respond  to each  appropriately.
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1; Strongly disagree; 2: Disagree; 3: Agree; 4: Strongly agree

1 2 3 4
1. Principals fee l role isolation d u e  to lack o f good m entors. □ □ □ □
2. Principals need  continuous pro fessiona l help  and support. □ □ □ □
3. It is necessary  to estab lish  a good  P P M  system  to help  principals im prove  

school effectiveness.
□ □ □ □

4. W h a t purposes should be e m p h a s is e d  in th e  p lanning o f a P P M  system ?
(1 ) O ffer instant fe e d b a c k □ □ □ □
(2) H elp  to im prove shortcom ings □ □ □ □
(3 ) H elp  with professional d e v e lo p m e n t □ □ □ □
(4 ) D ec ide  principal an n u a l p e rfo rm a n ce □ □ □ □
(5 ) Provide re fe rences  fo r principal se lection □ □ □ □
(6 ) D ec ide  principals’ sa la ry  leve ls □ □ □ □

5. W h a t qualification and  abilities shou ld  an  ideal P P M  ad v iser h ave?

(1) E xperience  of running s c h o o ls ................................................................... □ □ □ □
(2 ) Professional kno w led g e  a b o u t e d u c a t io n ............................................... □ □ □ □
(3 ) S trategy planning ab ility ..................................................... □ □ □ □
(4) A dm inistrative m a n a g e m e n t a b ility .............................................................. □ □ □ □
(5) Problem  d iagnosis ab ility ..................................................... □ □ □ □
(6 ) D a ta  collecting and  ana lys is  ab ility ......................................................... □ □ □ □
(7) C om m unication  and  in terp erso n a l s k i l ls ............................................... □ □ □ □

(8) H u m an  resource m a n a g e m e n t s k i l ls ................................................................... □ □ □ □

(9) Counselling abilities and  skills .................................................................... □ □ □ □
(1 0 ) Ability in developing  action  p la n s ................................. □ □ □ □
(11) G ood personality  characteris tics □ □ □ □

(121 O thers  (P le a s e  exp la in  h ere ) □ □ □ □

6. W h o  are  the  m ost su itab le  ad v isers  fo r principals in th e  P P M  system ?

(1 ) Inspectors of the  B u reau  of E d u catio n □ □ □ □

(2) Q ualified  advisers tra ined  by th e  g o ve rn m en t □ □ □ □

(3 ) O th er excellen t principals □ □ □ □

(4 ) Scho lars  and experts  from  h ig h er ed u catio n  institutions □ □ □ □
(5 ) O thers  (P le a s e  exp la in  h ere) □ □ □ □

7. P P M  advisers should rece ive  p ro fess io n a l tra in ing  to obtain  certificates . □ □ □ □

8. C entral g o vern m en t should estab lish  a  P P M  a d v iser se lection  pool tha t can □ □ □ □

be used by local g o vern m en ts  or schools.

9. Should P P M  advisers  be fu ll-tim e  or p art-tim e?

□  (1 ) full-tim e;

Q  (2 ) part-tim e;
FI (3 ) O th er form s (P le a s e  exp la in  h ere)

10. W h o  should be responsib le  fo r th e  se lectio n  p rocess o f p rinc ipals ’ adv isers?

Q  (1 ) Education adm in istra tive  authorities  for schools;

Q  (2 ) Local E ducation  C o m m ittees ;
| | (3 ) Local G o v ern m e n t Principal S e lectio n  C o m m ittees ;

Q  (4) P a ren ts ’ C o m m ittees  for Schools;
PI (5 ) O thers  (P le a s e  explain  here)

11. If P P M  adv isers  a re  fu ll-tim ers  th e ir sa la rie s  should  be h ig h er than  those  

of principals. □ □ □ □
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 1: Strongly disagree; 2: Disagree; 3: Agree; 4: Strongly agree____________
__________________________   1 2  3 4
12. If PPM advisers are part-timers their salary can be decided by how many

cases they undertake.________ ____________________________ □ □ □ □
13. Who should be responsible for the salaries or payments of PPM advisers?

I I (1) Ministry of Education;
O  (2) Local government in charge of the schools;
O  (3) Schools;
Q  (4) Others (Please explain here)____________

14. The government should set up national principal professional standards
for appraising principals’ professional development and performance in a □ □ □ □ 
PPM system.______ _____________________________________________

15. What key areas of principal performance should be emphasised in a PPM
system?

(1 ) Strategic planning □ □ □ □
(2) Administrative management □ □ □ □
(3) Curriculum and instructional leadership □ □ □ □
(4) Moral leadership □ □ □ □
(5) Professional disposition □ □ □ □
(6) Principal profession development □ □ □ □
(7) Public relationships... □ □ □ □
(8) Financial management  □ □ □ □
(9) Staff management □ □ □ □
(10 ) Achievement of principal’s annual performance objectives  □ □ □ □
(11) Pupil attainment  □ □ □ □
(12) Parental satisfaction  □ □ □ □
(13) Others (Please explain here)  □ □ □ □

16. H ow  should p erfo rm an ce  ap p ra is a l s tan dard s  be d ec id ed  w h e n  the  
purpose of the PPM is to help  princ ipals  im prove  and  ach ie ve  professional 
developm ent?

(1) By adopting s tan dard ised  ap p ra is a l s tan dard s  th a t a re  app licab le  to all □ □ □ □

principals.
(2 ) By m easuring individual princ ipal a n n u a l im p ro vem en t ob jectives as  □ □ □ □

appraisal s tandards.
(3 ) By adopting both s tan d ard ised  an d  individual principal appra isa l □ □ □ □

standards.___________ _____________________________________________________________________

17. H ow  should p erfo rm an ce  ap p ra isa l s tan dard s  be d ec id ed  w h en  the  

purpose o f the  PPM is to s e le c t an d  a w a rd  principals?
(1) By adopting s tan dard ised  ap p ra isa l s tan dard s  tha t a re  app licab le  to all □ □ □ □

principals.
(2 ) By m easuring  individual principal a n n u a l im p ro vem en t ob jectives as □ □ □ □

appraisal s tandards.
(3 ) By adopting both s tan d ard ised  an d  individual principal appra isa l □ □ □ □

standards.____________ _____________________________________________________________________
18. PPM data  collection m eth o d s  and  tools should be com plete ly  p lanned  in □ □ □ □

advance.___________________________________ __________________________________________________

19. It is n ecessary  to hold exp lan ato ry  m eetin g s  fo r principals w ith a  PPM □ □ □ □

instruction m an ua l b efore  im p lem en ta tion .__________________________________________________

367



Appendix A: Questionnaire 368

 1: Strongly disagree; 2: Disagree; 3: Agree; 4: Strongly agree______________

1 2  3 4
20. Principals should sign a  p erfo rm a n ce  a g re e m e n t with the ir local education  □ □ □ □ 

authority for the ir p e rfo rm a n ce  ob jectives  o ver the  fo u r-y ea r term ._________________________

21. Principals should se t a n n u a l p erfo rm a n ce  objectives at the  beginning of □ □ □ □

each  acad em ic  y e a r to gu id e  th e ir efforts.__________________________________________________

22. W h a t should be th e  basis of setting  principal p erfo rm an ce  objectives?

(1) Education policy objectives set by central government □ □ □ □
(2 ) Education policy o b jectives  set by local g o vern m en t □ □ □ □

(3 ) D eve lop m en t ob jectives set by schools  □ □ □ □

(4 ) T h e  previous y e a r ’s p e rfo rm a n c e  im p ro vem en t ob jectives □ □ □ □

(5 ) Principals ’ p rofessional d e v e lo p m e n t ob jectives  □ □ □ □

(6 ) O thers  (p le a s e  exp la in  h ere ) □ □ □ □

23. H ow  should principal p e rfo rm a n ce  o b jectives  be  d ec id ed?

(1 ) By principals a fter consulting c o lle a g u e s  □ □ □ □

(2) By advisers and principals a fte r d iscussion  □ □ □ □

(3 ) By report to local edu catio n  auth o rities  in charg e  fo r approval □ □ □ □

(4) O thers  (p le a s e  exp la in  h ere ) □ □ □ □

24 . A m ong principal p erfo rm a n ce  o b jec tives  th e re  should be at leas t o ne  item □ □ □ □

re lated  to s tudents ’ p erfo rm an ce ._____________________________________________________________

25. A m ong principal p e rfo rm a n ce  o b jec tives  th e re  should be at leas t o ne  item □ □ □ □

re lated  to principals’ p ro fessiona l d ev e lo p m en t._____________________________________________

26. A m ong principal p erfo rm a n ce  o b jec tives  th e re  should be at leas t o ne  item □ □ □ □

re lated  to the ir annual im p ro v em e n t o b jectives.______________________________________________

27. H ow  m any item s o f principal p e rfo rm a n c e  ob jectives  a re  ap p ro p ria te  for each  year?

Q  (1 )1 -3  items; [~ \ (2 )3 -5  item s; I I (3 )5 -7  item s;

Q  (4 ) decided  a fter consulting  w ith th e  ad v is e r_____________________________________________

28. W h a t should be th e  fu n d a m e n ta l criteria  fo r setting princip les principal 

perfo rm ance objectives?

(1 ) S p e c ific ........................................................................................................................ □ □ □ □

(2) M e a s u ra b le .................................................................................................................. □ □ □ □

(3) A c h ie v a b le ..................................................................................  □ □ □ □

(4) R elevan t (re la ted  to school d e v e lo p m e n t ob jectives) □ □ □ □

(5 ) T im e-re la ted  (co m p le ted  w ithin a  certa in  tim e  period)______________________ □ □ □ □

29. C ounselling p rocesses b e tw e en  ad v isers  and  principals in a P P M  system  □ □ □ □

should em p hasise  continuous com m u nica tion  and  fee d b a ck ._______________________________

30. H ow  frequently  should adv isers  and  principals  in teract w ith e ac h  o th er during P P M  

counselling processes?
I | (1 ) at least o nce  a w eek ; O  (2 ) a t least tw ice  a  m onth;

□  (3 ) at least once a m onth; □  (4 ) a t least o nce  e ve ry  tw o m onths;

I I (5 ) decided  through consultation  b e tw e en  both__________________________________________

31. A ttention should be paid to p rinc ipals ’ re flective  portfolios during P P M  □ □ □ □

counselling processes._______________________________________________________________________
32. It is im portant to e m p h a s ise  fe e d b a c k  from  various  s takeh o ld ers  during □ □ □ □

P P M  counselling p rocesses.______________ __________________________________________________
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1: Strongly disagree; 2: Disagree; 3: Agree; 4: Strongly agree
1 2 3 4

33. W h a t is the  im portance  o f fe e d b a c k  from  the  follow ing sources on
principal p erfo rm an ce?

(1) S u p erio rs .................................................................................. □ □ □ □
(2 ) S taff..................................................................................... □ □ □ □
(3) S tu d e n ts ............................................................................................ □ □ □ □
(4) P aren ts .............................................................................................. □ □ □ □
(5) C om m unity □ □ □ □
(6) Principals of o ther s c h o o ls ..................................................... □ □ □ □
(7) O th er sources (P le a s e  exp la in  h ere) □ □ □ □

34. A fte r each  counselling session , ad v isers  should provide an ana lys is  report

for principals for re fe ren ce , to b e  kep t in th e ir personal portfolios. □ □ □ □

35. B efore the  end o f each  a c a d e m ic  year, a  p e rfo rm an ce  appra isa l should be □ □ □ □
conducted by adv isers  in light o f a n n u a l p e rfo rm an ce  objectives.

36 . H o w  im portant is e ach  o f th e  fo llow ing sou rces  in conducting princ ipals ’

annual perfo rm ance ap p ra isa l by th e  adv iser?

(1 ) Principal’s se lf-appraisa l □ □ □ □
(2) Principal's portfolio □ □ □ □

(3 ) O bservation  of principal b eh av io u r □ □ □ □

(4) Individual in terview s w ith s ta ke h o ld ers  (staff, parents, line m a n ag ers ) □ □ □ □
(5) Q uestionnaire  survey □ □ □ □

(6 ) O thers  (P le a s e  exp la in  h ere ) □ □ □ □

37. H ow  im portant is the  fo llow ing d a ta  collection  tools used by adv isers  in

perfo rm ance appra isa ls?

(1 ) Q uantitative tools (checklists , rating sca les , q u estion n a ires , e tc .) □ □ □ □

(2) Q ualitative  record (ob serva tio n  and  in terv iew  records) □ □ □ □

(3) B o th ................................................................................................. □ □ □ □

38. A dvisers should hold a re v ie w  m e etin g  w ith principals  w ithin o n e  w e e k

after appraisal being conducted . □ □ □ □

39. A dvisers should com p le te  an d  sen d  th e  appra isa l reports  to principals

within two w e ek s  a fter rev iew  m eetin g s . □ □ □ □

40 . H ow  appropria te  is e a c h  o f th e  fo llow ing form s for p resenting  th e

appraisal reports?

(1 ) An overall g rade  or m ark. □ □ □ □

(2) Q uantitative  profiles of d iffe rent p e rfo rm a n ce  d im ensions. □ □ □ □

(3) A  docum ent describ ing th e  s tren g th s  and  w e a k n e s s e s  of principals in □ □ □ □

w ords and putting forw ard  su g g estio n s  fo r im p ro vem en t.

(4 ) O thers  (p le a s e  exp la in  h ere) □ □ □ □

4 1 . Principals should h ave  th e  right to e xp re ss  perso n al co m m en ts  in w ritten □ □ □ □

form  within tw o w e e k s  a fte r receiv ing  th e  reports.

42 . If principals h ave  com plain ts  reg ard in g  to th e  ap p ra isa l reports they □ □ □ □

should have the  right to ap p ea l.

43 . Local education authorities  should hold an  A p p e a l C o m m itte es  to rev iew □ □ □ □

com plaints from  principals.

4 4 . P P M  data  should be properly  m a n a g e d  and  kept confidentia l. □ □ □ □
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1: Strongly disagree; 2: Disagree; 3: Agree; 4: Strongly agree
1 2 3 4

45 . P P M  data can only be v iew ed  by tho se  legally perm itted. □ □ □ □
46 . T h e  P P M  data  should only b e  v iew ed  by th e  follow ing personnel:

(1 ) Principals w ho h ave  b een  ap p ra ised □ □ □ □
(2 ) Principals ’ line m an ag ers □ □ □ □
(3 ) Principals’ advisers □ □ □ □
(4 ) M em b ers  of Principal S e lec tio n  C o m m itte es □ □ □ □
(5 ) M em b ers  of A p p ea ls  C o m m itte e s □ □ □ □
(6 ) O th er persons legally perm itted □ □ □ □
(7 ) O thers  (P le a s e  exp la in  h ere) □ □ □ □

47 . T h e  shortcom ings of p rinc ipals ’ p erfo rm a n ce s  should be listed as  priority □ □ □ □
objectives for the  next a c a d e m ic  year.

48 . A  national principal c o lle g e /c e n tre  fo r p lanning th e  professional □ □ □ □
develo pm en t of principals should  be estab lish ed .

49 . A  special netw ork to assist p ro fessiona l d ev e lo p m en t of principals and □ □ □ □
share  leadersh ip  e xp erien c es  should  b e  estab lish ed .

50. A  principal p erfo rm an ce  rew ard  sys tem  should be estab lish ed  to □ □ □ □
enco u rag e  better p erfo rm an ce  by principals.

51. Principal perfo rm ance rew ard  sys tem s  should:

(1 ) A dopt a perfo rm ance re la ted  pay system . □ □ □ □
(2 ) Increase  the  highest bas ic  s a la ry  sca le  o f principals. □ □ □ □
(3 ) Increase  a cad em ic  re se arc h  a llo w a n c e  ranking. □ □ □ □
(4 ) Establish principal p erfo rm a n ce  bonus system s. □ □ □ □
(5 ) Increase  principal annual rating b o nuses . □ □ □ □
(6 ) O thers  (P le a s e  exp la in  h ere) □ □ □ □

52. T h e  m ain criteria of s e le c tin g /rew ard in g  principals should be b ased  on the □ □ □ □
exten t to which they  a ch ie ve  a n n u a l p e rfo rm a n ce  objectives.

53 . Local education authorities  should  h av e  an  an n u a l b u dget fo r th e  use of □ □ □ □
principal annual p erfo rm an ce  im p ro vem en t.

[Thank you for completing this questionnaire]
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Appendix B

Response and Treatment of Expert Panel on Pilot Test

Question
Adequate Adequacy if 

revised as opinions Inadequate T  reatment

frequency percent frequency percent frequency percent retained
retained

after
revision

1 12 80% 3 20% 0 0% ★
2 15 93 .3% 1 6 .7% 0 0% ★
3 15 93 .3% 1 6 .7% 0 0% ★
4 13 86 .7% 2 13.3% 0 0% ★
5 11 73 .3% 4 26.7% 0 0% ★
6 13 86 .7% 2 13.3% 0 0% ★
7 13 86 .7% 2 13.3% 0 0% ★
8 14 93 .2% 1 6 .7% 0 0% ★
9 15 100% 0 0% 0 0% ★ ★
10 15 9 3 .3% 0 6 .7% 0 0% ★
11 15 100% 0 0% 0 0% ★
12 14 93% 1 6.7% 0 0% ★
13 15 100% 0 0% 0 0% ★
14 13 86 .7% 2 13.3% 0 0% ★
15 11 73 .3% 4 26.7% 0 0% ★
16 11 73 .3% 4 26 .7% 0 0% ★
17 11 73 .3% 4 26 .7% 0 0% ★
18 14 93 .2% 1 13.3% 0 0% ★
19 13 86 .7% 2 13.3% 0 0% ★
20 13 8 6 .7% 2 13.3% 0 0% ★
21 13 8 6 .7% 2 13.3% 0 0% ★
22 11 7 3 .3% 4 26 .7% 0 0% ★
23 13 86 .7% 2 0% 0 0% ★
24 15 100% 0 0% 0 0% ★
25 15 90% 0 10% 0 0% ★
26 15 100% 0 0% 0 0% ★
27 15 100% 0 0% 0 0% ★
28 15 100% 0 0% 0 0% ★
29 15 9 3 .3% 1 6 .7% 0 0% ★
30 15 100% 0 0% 0 0% ★
31 11 73 .3% 4 26.7% 0 0% ★
32 14 9 3 .2% 1 6 .7% 0 0% ★
33 14 93 .2% 1 6 .7% 0 0% ★
34 11 73 .3% 4 2 6 .7% 0 0% ★
35 14 86 .7 .2% 2 13.3% 0 0% ★
36 14 80% 3 20% 0 0% ★
37 13 73 .3% 4 26 .7% 0 0% ★
38 14 93 .2% 1 6 .7% 0 0% ★
39 14 93 .2% 1 6 .7% 0 0% ★
40 13 86 .7% 2 13.3% 0 0% ★
41 13 86 .7% 2 13.3% 0 0% *
42 15 93 .3% 1 6 .7% 0 0% ★
43 15 100% 0 0% 0 0% ★
44 14 9 3 .2% 1 6 .7% 0 0% ★
45 13 86 .7% 2 13.3% 0 0% ★
46 14 86 .7% 2 13.3% 0 0% ★
47 15 100% 0 0% 0 0% ★
48 13 86 .7% 2 13.3% 0 0% ★
49 14 93.2% 1 6.7% 0 0% ★
50 14 93 .2% 1 6 .7% 0 0% ★
51 12 80% 3 20% 0 0% ★
52 13 86 .7% 2 13.3% 0 0% ★
53 12 80% 3 20% 0 0% ★
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Appendix C

Interview Guidelines for Principals and Administrators:
How to formulating a practical Principal Performance Management System (a 

PPM system) 

A. Please fill in the following questions before the start of our interview.

( ) 1. Current post: (1) Educational administrator; (2) Junior high school
principal; (3) Primary school principal;

( ) 2. Gender: (1) Male; (2) Female;
( ) 3. Age:________ years old;
( ) 4. Years of principal/educational administrator:_______ years;
( ) 5. Years of participating principal appraisal/school evaluation:___years;
( ) 6. Highest education level: (1) Bachelor; (2) Master; (4) PhD student; (5)

Doctor;
( ) 7. School size:_____classes;_________ students (Only for principals)

B. Interview Questions

Q1. Do you think that principals may experience role isolation due to lack in good 
mentors/helpful friends? Why?

Q2. Do you think that principals need continuous professional support? Why?

Q3. Do you think that current principal appraisal in primary and secondary schools 
of Taiwan can provide continuous professional support? What are the main 
problems in doing so? How can improvements be made? Why?

Q4. Do you think it necessary to establish a complete set of PPM procedures to 
replace current principal appraisal? Why?

Q5. What are your views as to the following aspects of forming a good PPM 
system?

5.1 What should be the main purpose of PPM? Why?
5.2 How long should the PPM cycles last? Why?
5.3 How should the advisers be recruited, trained, appointed and managed?
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Why?
5.4 Is it necessary to establish principal professional standards in Taiwan? Why?
5.5 What should be the important key performance areas for principals? Why?
5.6 How should appraisal standards of principal performance be set? Why?
5.7 How should data collection methods and tools of principal performance be 

prepared? Why?
5.8 What ancillary measures or preparatory work should take place before 

implementing a PPM system? Why?

Q6. What are your views concerning the following aspects of PPM operating 
processes?

6.1 How should annual performance objectives be set? Why?
6.2 Is it necessary for principals to sign performance agreements for their 

four-year terms with local education authorities? Why?
6.3 How should PPM counselling function be increased or improved? Why?
6.4 How should principal performance be appraised? Why?
6.5 How should review meeting be hold? Why?
6.6 How should appraisal reports be made and dealt with? Why?
6.7 How should confidentiality and due process be treated in PPM systems? 

Why?

Q7. What are your views concerning the following aspects of dealing with 
performance outcomes in PPM?

7.1 How should shortcomings of principal performance be handled? Why?
7.2 How should the professional development of principals be planned and 

established? Why?
7.3 How should principal reward ways be planned? Why?
7.4 How should performance outcomes be utilised in principal selection? Why?
7.5 How should resources be provided for helping principals improve their 

performance? Why?

Q8. Do you have any other suggestions on the constructing a PPM systems?

- Thank you for participating in this interview -
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Appendix D

Statement of Agreement for Interview

Dear Principal/policy maker,

Thank you for taking the time to participate in the interview. By sharing your expertise 
you will be playing a vital role in the success of what I hope will prove to be important 
research for all of us.

The purpose of this study is to explore some questions with respect to how to formulate 
a feasible principal performance management (PPM) system for school principals which 
will also serve as reference for educational policy making. There is no right or wrong 
answer to each question and your replies will only be used for academic purposes. 
Please be assured that you will have complete anonymity during the study and that your 
name will never appear in any reports. Ethical research requirements will be strictly 
observed, including personal confidentiality and you will be fully protected as part of my 
personal responsibility as researcher. I hope that this will enable you to feel free to 
provide your opinions or make recommendations regarding each question. If you have 
any enquire, or even if you do not want to answer any question during the process of 
interview, please let me know.

The whole interview will be audio-recorded so that your responses can be analysed as 
fully and accurately as possible. If you disagree with audio-recording of your interview or 
wish to discontinue it, once started, please do not hesitate to let me know at any time.

Finally, I would like to say thank you again, most sincerely, for your help in completing 
this interview.

I have fully understood the purpose of this research and the way that interviews will be 

conducted. I consent to participation in it and the recording of my interview. I understand 

that my responses and the data obtained will be utilised only for academic purposes and 

that personal confidentiality will be completely protected. I agree to provide my personal 

opinions or suggestions autonomously and genuinely to each question.

Signature of interviewee:_______________________

Date:_______________________
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Appendix E

Data Analysis Results I : Mean, SD, T-test and One-way ANOVA of Item Responses
Mean, SD, T-test, and One-way ANOVA of item responses

N Mean SD T-test
(>2.5<)

T-test
(>3.0)

Sort F- value Post hoc test

Q1. Principals feel role isolation due to lack of good mentors. 386 2.35 0.74 -3.91***
Q2. Principals need continuous professional help and support. 388 3.52 0.51 39.17*** 19.88***
Q3. It is necessary to establish a good PPM system to help principals 

improve school effectiveness.
380 3.46 0.53 35.34*** 16.94***

Q4. What purposes should be emphasised in the planning of a PPM  
system?

Q4.3.Help with professional development 
Q4.2 Help to improve shortcomings.
Q4.1 Offer instant feedback.

377 
376
378

3.59
3.53
3.42

0.51
0.51
0.54

41.57***
39.33***
33.05***

22.48***
20.32***
15.05***

1
2
3

183.81*** 3>2,1,4,5,6 
2>1 ,4,5,6 

1 >4,5,6
Q4.4 Decide principal annual performance. 
Q4.5 Provide references for principal selection.

375
371

3.20
3.04

0.56
0.61

24.13***
17.05***

6.90***
1.35

4
5

4>5,6
5>6

Q4.6 Decide principals’ salary levels. 366 2.64 0.81 3.37*** 6
Q5. What qualification and abilities should an ideal PPM adviser have?

Q5.11 Good personality characteristics 388 3.69 0.47 49.72*** 28.89*** 1 27.50*** 11>4,2,3,9,8,6,10,1
Q5.7 Communication and interpersonal skills. 388 3.66 0.48 47.47*** 27.09*** 2 7>3,9,8,6,10,1
Q5.5 Problem diagnosis ability
Q5.4 Administrative management ability
Q5.2 Professional knowledge about education.

389 
388
390

3.65
3.64
3.62

0.49
0.50
0.51

46.16***
45.34***
43.83***

26.14***
25.49***
24.32***

3
4
5

5>3,9,8,6,10,1 
4>3,9,8,6,10,1 
2>3,9,8 ,6 ,10,1

Q5.3 Strategy planning ability 
Q5.9 Counselling abilities and skills

388
386

3.60
3.51

0.50
0.53

43.59***
37.55***

23.74***
18.87***

6
7

3>9,8,6,10,1 
9>1

Q5.8 Human resource management skills. 387 3.48 0.53 36.80*** 18.08*** 8
Q5.6 Data collecting and analysis ability 
Q 5.10 Ability in developing action plans 
Q5.1 Experience of running schools.

388
388
388

3.47
3.47 
3.43

0.54
0.53
0.59

35.55***
36.20***
31.18***

17.31***
17.62***
14.38***

9
10
11

* * *  P< .0001
If T-test (>2.5<) is significant it means that the respondents slightly agreed/disagree with the question while the t-value was set on 2.5. 
If T-test (>3.0) is significant it means that the respondents generally agreed with the question while the t-value was set on 3.0.
F-value is the result of General Linear Model-repeated Measures used to test the difference between selection items of the question. 
On the column of Post hoc test, Y >X  means that the average of respondents on Y  item is significantly higher than the X  item (s).
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Mean, SD, T-test, and One-way ANOVA of item responses (continued)
N Mean SD T-test

(>2.5<)
T-test
(>3.0)

Sort F- value Post hoc test

Q6. Who are most suitable as advisers of principals during PPM? 
Q6.3 Other excellent principals. 363 3.27 0.72 20.33*** 7.08*** 1 11.30*** 3>2,1,4
Q6.2 Qualified advisers trained 359 3.13 0.69 17.20*** 3.57*** 2 2>4
Q6.1 Inspectors of the Bureau of Education 365 3.09 0.67 16.94*** 2.66*** 3 1>4
Q6.4 Scholars and experts from higher education institutions 355 2.98 0.70 12.84*** 4

Q7 PPM advisers should receive professional training to obtain 
certificates.

386 3.49 0.63 30.70*** 15.19***

Q8. Central government should establish a PPM adviser selection pool 
that can be used by local governments or schools.

378 3.32 0.72 22.21*** 8.67***

Q9. Should PPM advisers be full-time or part-time?
(1) full-time (52.7% ); (2) part-time (42.6% ); 
(3) Other forms (4.7% )

Q10. Who should be responsible for the selection process of principals’ 
advisers?

(1) Education administrative authorities for schools (62.3% );
(2) Local Education Committees (20.6% );
(3) Local Government Principal Selection Committees (12.5% );
(4) Parents’ Committees for Schools (0.9% );
(5) Other forms (3.8% )

Q11. If PPM advisers are full-timers their salaries should be higher than 
those of principals.

382 2.73 0.81 5.48***

Q12. If PPM advisers are part-timers their salary can be decided by how 
many cases they undertake.

385 3.06 0.53 20.76*** 2.30*

Q13. Who should be responsible for the salaries or payments of PPM

advisers?

(1) Ministry of Education (50.1%);

(2) Local government in charge of the schools (48.3%);
(3) Schools (0.9%);
(4) Other forms (3.8% )

Q14. The government should set up national principal professional 
standards for appraising principals’ professional development and 
performance in a PPM system.

367 3.41 0.67 26.02*** 11.74***
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Mean, SD, T-test, and One-way ANOVA of item responses (continued)
N Mean SD T-test T-test Sort F- value Post hoc test

(>2.5<) (>3.0)
Q15. What key areas of principal performance should be emphasised in a 

PPM system?
Q15.2 Administrative management. 374 3.50 0.51 37.83*** 18.91*** 1 25.94*** 2>9,5,4,10,11 12,7,8
Q15.1 Strategic planning.
Q15.6 Principal profession development. 
Q15.3 Curriculum and instructional leadership.

373
372
373

3.47
3.47 
3.46

0.52
0.56
0.54

35.85***
33.50***
34.66***

17.30***
16.14***
16.63***

2
2
4

1 >5,4,10,11 
6>5,4 ,10,11 
3>5,4 ,10,11

12.7.8
12.7.8
12.7.8

Q15.9 Staff management. 
Q15.5 Professional disposition.

373
373

3.43
3.40

0.52
0.53

34.64***
32.94***

15.94***
14.63***

5
6

9>10,11 
5>11

12.7.8
12.7.8

Q15.4 Moral leadership. 371 3.39 0.52 32.83*** 14.29*** 7 4>10,11 12,7,8
Q 15.10 Achievement of principal’s annual performance objectives. 
Q15.11 Pupil attainment.

371
370

3.36
3.31

0.53
0.58

31.40***
26.67***

13.23***
10.11***

8
9

10>12,7,8 
11 >7,8

Q15.12 Parental satisfaction. 370 3.25 0.54 26.76*** 8.95*** 10 12>8
Q15.7 Public relationships. 
Q15.8 Financial management.

371
371

3.23
3.18

0.58
0.53

24.07***
24.84***

7.50***
6.52***

11
12

Q16. How should performance appraisal standards be decided when the 
purpose of the PPM is to help principals improve and achieve 
professional development?

Q16.3 By adopting both standardised and individual principal appraisal 
standards.

353 3.38 0.59 27.88*** 11.98*** 1
51.14*** 3>2,1

Q16.2 By measuring individual principal annual improvement objectives 
as the appraisal standards.

Q16.1 By adopting standardised appraisal standards that are applicable 
to all principals.

364

365

3.30

3.01

0.55

0.71

27.66***

13.84***

10.36***

0.37

2

3

2>1

Q17. How should performance appraisal standards be decided when the 
purpose of the PPM is to select and award principals?

Q17.3 By adopting both standardised and individual principal appraisal 
standards.

351 3.30 0.61 24.66*** 9.28*** 1
22.51*** 3>1

Q17.2 By measuring individual principal annual improvement objectives 
as the appraisal standards.

Q17.1 By adopting standardised appraisal standards that are applicable 
to all principals.

352

355

3.25

3.05

0.56

0.71

25.10***

14.63***

8.30***

1.41

2

3

2>1

Q18. PPM data collection methods and tools should be completely 
planned in advance. 385 3.64 0.50 44.67*** 25.11***

Q19 It is necessary to hold explanatory meetings for principals with a PPM  
instruction manual before implementation. 385 3.59 0.54 39.74*** 21.50***
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Mean, SD, T-test, and One-way ANOVA of item responses (continued)
N Mean SD T-test

(>2.5<)
T-test
(>3.0)

Sort F- value Post hoc test

Q20 Principals should sign a performance agreement with their local 
education authority for their performance objectives over the 
four-year term.

386 2.85 0.81 8.46***

Q21. Principals should set annual performance objectives at the 
beginning of each academic year to guide their efforts.

385 3.26 0.57 26.02*** 8.90***

Q22. W hat should be the basis of setting principal performance 
objectives?

Q22.3 Development objectives set by schools.
Q22.4The previous year’s performance improvement objectives. 
Q22.2 Education policy objectives set by local government. 
Q22.5 Principals’ professional development objectives 
Q22.1 Education policy objectives set by central government.

379
375
377
375
377

3.56
3.40
3.38
3.32
3.23

0.50
0.50
0.53
0.51
0.52

40.92***
35.21***
32.29***
31.13***
27.15***

21.56***
15.70***
13.87***
12.21***

8.64***

1
2
3
4
5

38.63*** 3>4,2,5,1
4>5,1
2>5,1

5>1

Q23. How should principal performance objectives be decided? 
Q23.2 By advisers and principals after discussion. 379 3.26 0.58 25.35*** 8.70*** 1 8.37*** 2>3
Q23.1 By principals after consulting colleagues.
Q23.3 By report to local education authorities in charge for approval.

376
375

3.20
3.10

0.69
0.59

19.84***
19.71***

5.71***
3.25***

2
3

1>3

Q24. Among principal performance objectives there should be at least one 
item related to students’ performance.

384 3.52 0.53 37.95*** 19.32***

Q25. Among principal performance objectives there should be at least one 
item related to principals’ professional development.

383 3.47 0.54 35.56*** 17.28***

Q26. Among principal performance objectives there should be at least one 
item related to their annual improvement objectives.

383 3.47 0.52 36.57*** 17.77***

Q27. How many items of principal performance objectives are appropriate 
for each year?

(1)1-3 items (13.9% );
(2)3-5 items (30.3% );
(3)5-7 items (14.1% );
(4)decided after consulting with the adviser (39.5% ).

Q28. W hat should be the fundamental criteria for setting principles 
principal performance objectives?

Q28.1 Specific 
Q28.3 Achievable

386
386

3.61
3.57

0.55
0.52

39.23***
40.45***

21.50***
21.59***

1
2

34.92*** 1 >4,2,5 
3>4,2,5

Q28.4 Relevant (related to school development objectives). 
Q28.2 Measurable

384
378

3.47
3.38

0.53
0.60

35.73***
28.34***

17.24***
12.21***

3
4

4>2,5

Q28.5 Time-related (completed within a certain time period). 376 3.37 0.56 30.17*** 12.88*** 5
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N Mean SD T-test
(>2.5<)

T-test
(>3.0)

Sort F- value Post hoc test

Q29. Counselling processes between advisers and principals in a PPM  
system should emphasise continuous communication and feedback.

373 3.55 0.55
36.56***

19.15***

Q30. How frequently should advisers and principals interact with each 
other during PPM counselling processes?

(1)at least once a week (2.14% );
(2)at least twice a month (17.91% );
(3)at least once a month (42.78% );
(4)at least once every two months (11.50% );
(5)decided through consultation between both (25.67% ).

Q 31. Attention should be paid to principals’ reflective portfolios during the 
PPM counselling processes.

387 3.33 0.64 25.74*** 10.25***

Q32. It is important to emphasise the feedback from various stakeholders 
during PPM counselling processes.

381 3.42 0.52 34.45*** 15.67***

Q33. What is the importance of feedback from the following sources on 
principal performance?

Q33.2 Staff 369 3.53 0.51 38.58*** 19.77*** 1 79.170*** 2>3,4,5 ,1,6
Q33.3 Students 367 3.46 0.54 33.84*** 16.12*** 2 3>5,1,6
Q33.4 Parents 366 3.45 0.52 34.83*** 16.41*** 3 4>5 ,1,6
Q33.1 Superiors 367 3.27 0.53 27.93*** 9.85*** 4 1>6
Q33.5 Community 364 3.27 0.52 28.37*** 10.06*** 4 5>6
Q33.6 Principals of other schools. 362 3.03 0.60 16.62*** 0.87 6

Q34. After each counselling session, the advisor should provide an
analysis report for principals for reference to be kept in their personal 
portfolios.

391 3.33 0.54 30.61*** 12.23***

Q35. Before the end of each academic year, a performance appraisal 
should be conducted by advisers in light of annual performance 
objectives.

389 3.28 0.55 27.85*** 10.00***

Q36. How important is each of the following sources in conducting 
principals’ annual performance appraisal by the adviser? 

Q36.3 Observation of principal behaviour. 379 3.40 0.55 31.80*** 14.15*** 1 10.20*** 3>4,1,2,5
Q36.4 Individual interviews with stakeholders (staff, parents, line 

managers)
Q36.1 Principal’s self-appraisal.
Q36.2 Principal’s portfolio.
Q36.5 Questionnaire survey (staff, parents, and line managers).

379

378
380 
375

3.32

3.32 
3.26 
3.23

0.60

0.54
0.55
0.60

26.75***

29.48***
26.82***
23.53***

10.42***

11.51***
9.06***
7.34***

2

2
4
5

4>2,5  

1 >2,5
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Mean, SD, T-test, and One-way ANOVA of item responses (continued)
N Mean SD T-test

(>2.5<)
T-test
(>3.0)

Sort F- value Post hoc test

Q37. How important is the following data collection tools used by 
advisers in performance appraisals?

Q37.3 Both 367 3.49 0.59 31.95*** 15.60*** 1 32.45*** 3>2,1
Q37.2 Qualitative record (observation or interview records)
Q37.1 Quantitative tools (checklists, rating scales, or questionnaires)

373
370

3.41
3.26

0.56
0.57

30.85***
25.34***

13.65***
8.42***

2
3

2>1

Q38. Advisers should hold a review meeting with principals within one 
week after appraisal being conducted.

381 3.38 0.55 31.20*** 13.53***

Q39. Advisers should complete and send the appraisal reports to 
principals within two weeks after review meetings.

383 3.36 0.54 31.34*** 13.12***

Q40. How appropriate is each of the following forms for presenting the 
appraisal reports?

Q 40.3 A document describing the strengths and weaknesses of 
principals in words and putting forward suggestions for 377 3.49 0.56 34.22*** 16.90*** 1 91.30***

3>2,1

improvement.
Q40.2 Quantitative profiles of different performance dimensions. 375 3.29 0.53 28.50*** 10.36*** 2 2>1
Q40.1 An overall grade or mark. 372 3.04 0.65 16.15*** 1.21 3

Q41. Principals should have the right to express personal comments in 
written form within two weeks after receiving the reports.

383 3.43 0.54 33.81*** 15.55***

Q42. If principals have complaints regarding to the appraisal reports they 
should have the right to appeal.

386 3.45 0.54 34.70*** 16.45***

Q43 Local education authorities should hold an Appeal Committees to 
review complaints from principals.

387 3.37 0.58 29.57*** 12.67***

Q44. PPM data should be properly managed and kept confidential. 386 3.59 0.52 41.23*** 22.28***
Q45. PPM data can only be viewed by those legally permitted. 387 3.56 0.54 38.51*** 20.36***
Q46. The PPM data should only be viewed by the following personnel: 

Q46.1 Principals who have been appraised.
Q46.2 Principals’ line managers.
Q46.3 Principals’ advisers.

386
386
382

3.56
3.51
3.49

0.60
0.55
0.57

34.58***
36.50***
34.15***

18.34***
18.49***
16.99***

1
2
3

50.18*** 1>3,5,4,6
2>5,4,6
3>5,4,6

Q46.4 Members of Principal Selection Committees. 378 3.21 0.64 21.75*** 6.53*** 5
Q46.5 Members of Appeals Committees. 376 3.30 0.61 25.31*** 9.50*** 4 5>4,6
Q46.6 Other persons legally permitted. 380 3.20 0.65 20.95*** 5.99*** 6

Q47. The shortcomings of principals’ performances should be listed as the 
priority objectives for the next academic year 387 3.44 0.53 35.12*** 16.48***

Q48. A national principal college/centre for planning the professional 
development of principals should be established. 391 3.32 0.67 24.28*** 9.42***
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Mean, SD, T-test, and One-way ANOVA of item responses (continued)
N Mean SD T-test

(>2.5<)
T-test
(>3.0)

Sort F- value Post hoc test

Q49. A special network to assist professional development of principals 
and share leadership experiences should be established.

390 3.46 0.54 35.02*** 16.86***

Q50. A principal performance reward system should be established to 
encourage better performance by principals.

386 3.38 0.67 25.91*** 11.16***

Q51. Principal performance reward systems should: 
Q51.4 Establish principal performance bonus systems. 
Q51.5 Increase principal annual rating bonuses.

368
364

3.41
3.23

0.64
0.63

27.22***
22.29***

12.27***
7.09***

1 47.10***
2

4>5,3 ,2 ,1 
5>3,2,1

Q51.3 Increase academic research allowance ranking. 360 3.15 0.71 17.38*** 3.95*** 3 3>2,1
Q51.2 Increase the highest basic salary scale of principals. 
Q51.1 Adopt a performance related pay system.

360
363

3.01
2.92

0.74
0.75

13.09***
10.55***

0.21 4
5

2>1

Q52. The main criteria of selecting/rewarding principals should be based 
on the extent to which they achieve annual performance objectives.

389 3.38 0.56 31.27*** 13.51***

Q53. Local education authorities should have an annual budget for the 
use of principal annual performance improvement.

387 3.42 0.63 28.78*** 13.11***

* * *  P< .0001
If T-test (>2.5<) is significant it means that the respondents slightly agreed/disagree with the question while the t-value was set on 2.5. 
If T-test (>3.0) is significant it means that the respondents generally agreed with the question while the t-value was set on 3.0.
F-value is the result of General Linear Model-repeated Measures used to test the difference between selection items of the question. 
On the column of Post hoc test, Y >X  means that the average of respondents on Y  item is significantly higher than the X item (s).
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Appendix F

Data Analysis Results I I : One-way ANOVA and Chi-square Test 
Comparison of responses among different current posts

Data analysis results: One-way ANOVA (except to Q9, Q10, Q13, Q27, Q30)
Items Post N Mean SD F value Scheffe

Q1 1 EdA 112 2.35 0.73 1.25 p>.05
2 JHSP 69 2.23 0.71
3 PriSP 205 2.40 0.76

Q2 1 EdA 113 3.49 0.52 1.14 p>.05
2 JHSP 70 3.46 0.53
3 PriSP 205 3.55 0.50

Q3 1 EdA 109 3.55 0.55 2.22 p>.05
2 JHSP 69 3.42 0.53
3 PriSP 202 3.43 0.52

Q4.1 1 EdA 107 3.37 0.59 0.63 n.s.
2 JHSP 69 3.46 0.53
3 PriSP 202 3.43 0.52

Q4.2 1 EdA 107 3.56 0.52 0.50 n.s.
2 JHSP 69 3.57 0.50
3 PriSP 200 3.51 0.51

Q4.3 1 EdA 107 3.51 0.54 2.14 n.s.
2 JHSP 69 3.57 0.50
3 PriSP 201 3.64 0.49

Q4.4 1 EdA 106 3.33 0.51 4.08* 1>3
2 JHSP 69 3.13 0.57
3 PriSP 200 3.16 0.58

Q4.5 1 EdA 105 3.19 0.52 6.03** 1 >2
2 JHSP 69 2.87 0.71
3 PriSP 197 3.03 0.61

Q4.6 1 EdA 102 2.74 0.73 1.72 n.s.
2 JHSP 69 2.71 0.79
3 PriSP 195 2.57 0.85

Q5.1 1 EdA 112 3.20 0.60 13.54***
2 JHSP 71 3.46 0.53 2> 1
3 PriSP 205 3.54 0.56 3> 1

Q5.2 1 EdA 113 3.51 0.52 4.02*
2 JHSP 71 3.63 0.49
3 PriSP 206 3.68 0.50 3> 1

Q5.3 1 EdA 112 3.59 0.49 0.30 n.s.
2 JHSP 71 3.56 0.50
3 PriSP 205 3.61 0.50

Q5.4 1 EdA 112 3.58 0.50 1.21 n.s.
2 JHSP 70 3.67 0.47
3 PriSP 206 3.67 0.50

Q5.5 1 EdA 113 3.62 0.51 1.48 n.s.
2 JHSP 71 3.59 0.52
3 PriSP 205 3.69 0.47

Q5.6 1 EdA 112 3.37 0.52 3.68*
2 JHSP 71 3.46 0.50
3 PriSP 205 3.54 0.56 3>1

Q5.7 1 EdA 111 3.62 0.49 1.11 n.s.
2 JHSP 71 3.63 0.49
3 PriSP 206 3.70 0.48

n.s.: no significance; *P<.05 **<.01 ***P< 001
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Data analysis results: One-way ANOVA (continuous)
Items Post N Mean SD F value Scheffe

Q5.8 1 EdA 111 3.44 0.52 1.19 n.s.
2 JHSP 71 3.44 0.53
3 PriSP 205 3.52 0.53

Q5.9 1 EdA 111 3.44 0.53 1.91 n.s.
2 JHSP 71 3.46 0.50
3 PriSP 204 3.55 0.53

Q5.10 1 EdA 112 3.48 0.54 1.02 n.s.
2 JHSP 71 3.39 0.52
3 PriSP 205 3.50 0.53

Q5.11 1 EdA 113 3.60 0.49 3.08* n.s
2 JHSP 70 3.71 0.46
3 PriSP 205 3.74 0.46

Q6.1 1 EdA 104 3.32 0.64 10.17*** 1 >2,3
2 JHSP 68 2.88 0.64
3 PriSP 193 3.05 0.66

Q6.2 1 EdA 100 2.97 0.77 3.77*
2 JHSP 67 3.19 0.56
3 PriSP 192 3.19 0.69 3> 1

Q6.3 1 EdA 101 3.07 0.78 5.58**
2 JHSP 66 3.30 0.72
3 PriSP 196 3.36 0.67 3> 1

Q6.4 1 EdA 101 3.04 0.75 0.55 n.s.
2 JHSP 65 2.95 0.65
3 PriSP 189 2.95 0.69

Q7 1 EdA 111 3.31 0.68 6.72**
2 JHSP 71 3.56 0.53 2> 1
3 PriSP 204 3.56 0.62 3> 1

Q8 1 EdA 107 3.16 0.78 3.84*
2 JHSP 70 3.37 0.59
3 PriSP 201 3.39 0.71 3> 1

Q11 1 EdA 109 2.69 0.84 0.36 n.s.
2 JHSP 72 2.69 0.80
3 PriSP 201 2.76 0.81

Q12 1 EdA 109 3.02 0.64 0.69 n.s.
2 JHSP 72 3.11 0.52
3 PriSP 204 3.07 0.47

Q14 1 EdA 105 3.48 0.64 0.79 p>.05
2 JHSP 67 3.42 0.70
3 PriSP 195 3.37 0.68

Q15.1 1 EdA 105 3.51 0.54 0.87 p>.05
2 JHSP 70 3.49 0.53
3 PriSP 198 3.43 0.51

Q15.2 1 EdA 105 3.50 0.54 0.01 p>.05
2 JHSP 70 3.50 0.50
3 PriSP 199 3.50 0.50

Q15.3 1 EdA 105 3.40 0.58 1.79 p>.05
2 JHSP 70 3.41 0.52
3 PriSP 198 3.51 0.51

n.s.: no significance; *P<.05 **<.01 ***P<.001
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Data analysis results: One-way ANOVA (continuous)
Items Post N Mean SD F value Scheffe

Q15.6 1 EdA 105 3.41 0.60 0.73 p>.05
2 JHSP 69 3.49 0.56
3 PriSP 198 3.48 0.53

Q15.7 1 EdA 105 3.24 0.60 0.03 p>.05
2 JHSP 69 3.22 0.62
3 PriSP 197 3.22 0.56

Q15.8 1 EdA 105 3.21 0.51 1.00 p>.05
2 JHSP 70 3.10 0.54
3 PriSP 196 3.19 0.53

Q15.9 1 EdA 105 3.41 0.53 0.08 p>.05
2 JHSP 69 3.43 0.53
3 PriSP 199 3.43 0.51

Q15.10 1 EdA 105 3.39 0.53 0.81 p>.05
2 JHSP 70 3.41 0.55
3 PriSP 196 3.33 0.52

Q15.11 1 EdA 104 3.29 0.62 0.10 p>.05
2 JHSP 70 3.33 0.53
3 PriSP 196 3.31 0.58

Q15.12 1 EdA 105 3.23 0.58 0.15 p>.05
2 JHSP 70 3.27 0.51
3 PriSP 195 3.26 0.53

Q16.1 1 EdA 103 3.12 0.69 1.52 p>.05
2 JHSP 65 2.98 0.67
3 PriSP 197 2.97 0.73

Q16.2 1 EdA 102 3.27 0.57 0.18 p>.05
2 JHSP 65 3.29 0.52
3 PriSP 197 3.31 0.56

Q16.3 1 EdA 96 3.45 0.60 0.96 p>.05
2 JHSP 64 3.34 0.57
3 PriSP 193 3.35 0.60

Q17.1 1 EdA 98 3.14 0.69 1.07 p>.05
2 JHSP 65 3.03 0.64
3 PriSP 192 3.02 0.75

Q17.2 1 EdA 98 3.26 0.54 0.02 p>.05
2 JHSP 64 3.25 0.50
3 PriSP 190 3.24 0.59

Q17.3 1 EdA 98 3.39 0.60 2.09 p>.05
2 JHSP 63 3.35 0.57
3 PriSP 190 3.24 0.62

Q18 1 EdA 110 3.61 0.51 1.62 p>.05
2 JHSP 70 3.57 0.58
3 PriSP 205 3.68 0.47

Q19 1 EdA 108 3.52 0.60 2.44 p>.05
2 JHSP 71 3.54 0.53
3 PriSP 206 3.65 0.50

Q20 1 EdA 109 2.72 0.78 2.73 p>.05
2 JHSP 71 2.80 0.82
3 PriSP 206 2.93 0.81

n.s.: no significance; *P<.05 **<.01 ***P<001
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Data analysis results: One-way ANOVA (continuous)
Items Post N Mean SD F value Scheffe

Q21 1 EdA 109 3.35 0.53 2.30 n.s.
2 JHSP 71 3.17 0.63
3 PriSP 205 3.24 0.57

Q22.1 1 EdA 110 3.31 0.54 1.82 n.s.
2 JHSP 71 3.17 0.45
3 PriSP 196 3.21 0.54

Q22.2 1 EdA 110 3.54 0.55 7.37*** 1 >2,3
2 JHSP 71 3.31 0.47
3 PriSP 196 3.31 0.52

Q22.3 1 EdA 110 3.52 0.52 0.56 n.s.
2 JHSP 71 3.55 0.50
3 PriSP 198 3.58 0.49

Q22.4 1 EdA 109 3.43 0.52 0.80 n.s.
2 JHSP 71 3.34 0.48
3 PriSP 195 3.41 0.49

Q22.5 1 EdA 109 3.29 0.51 1.08 n.s.
2 JHSP 71 3.27 0.53
3 PriSP 195 3.36 0.50

Q23.1 1 EdA 107 3.02 0.70 7.87***
2 JHSP 71 3.13 0.56
3 PriSP 198 3.33 0.70 3> 1

Q23.2 1 EdA 109 3.20 0.64 0.80 n.s.
2 JHSP 71 3.30 0.54
3 PriSP 199 3.28 0.57

Q23.3 1 EdA 109 3.22 0.61 3.50* n.s.
2 JHSP 71 3.01 0.57
3 PriSP 195 3.06 0.57

Q24 1 EdA 111 3.49 0.55 1.41 n.s.
2 JHSP 71 3.45 0.50
3 PriSP 202 3.56 0.52

Q25 1 EdA 111 3.41 0.56 2.08 n.s.
2 JHSP 70 3.43 0.53
3 PriSP 202 3.52 0.52

Q26 1 EdA 111 3.51 0.52 2.19 n.s.
2 JHSP 70 3.36 0.48
3 PriSP 202 3.49 0.53

Q28.1 1 EdA 113 3.66 0.47 1.45 n.s.
2 JHSP 71 3.52 0.58
3 PriSP 202 3.60 0.58

Q28.2 1 EdA 111 3.44 0.55 1.10 n.s.
2 JHSP 71 3.31 0.58
3 PriSP 196 3.37 0.64

Q28.3 1 EdA 113 3.58 0.50 0.14 n.s.
2 JHSP 71 3.59 0.50
3 PriSP 202 3.56 0.55

Q28.4 1 EdA 113 3.43 0.53 1.17 n.s.
2 JHSP 71 3.41 0.50
3 PriSP 200 3.51 0.54

n.s.: no significance; *P<.05 **<.01 ***P<.001
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Data analysis results: One-way ANOVA (continuous)
Items Post N Mean SD F value Scheffe

Q28.5 1 EdA 110 3.39 0.58 1.03 n.s.
2 JHSP 70 3.29 0.49
3 PriSP 196 3.39 0.58

Q29 1 EdA 106 3.52 0.57 2.18 p>.05
2 JHSP 71 3.45 0.50
3 PriSP 196 3.60 0.56

Q31 1 EdA 113 3.36 0.66 1.01 p>.05
2 JHSP 72 3.24 0.57
3 PriSP 202 3.35 0.65

Q32 1 EdA 112 3.46 0.50 0.86 p>.05
2 JHSP 71 3.35 0.48
3 PriSP 198 3.42 0.54

Q33.1 1 EdA 108 3.36 0.54 2.16 p>.05
2 JHSP 66 3.24 0.43
3 PriSP 193 3.23 0.55

Q33.2 1 EdA 108 3.50 0.52 0.27 p>.05
2 JHSP 66 3.52 0.50
3 PriSP 195 3.54 0.51

Q33.3 1 EdA 108 3.39 0.54 2.17 p>.05
2 JHSP 65 3.40 0.52
3 PriSP 194 3.51 0.54

Q33.4 1 EdA 108 3.43 0.52 0.69 p>.05
2 JHSP 66 3.39 0.49
3 PriSP 192 3.47 0.53

Q33.5 1 EdA 108 3.31 0.52 0.99 p>.05
2 JHSP 65 3.20 0.47
3 PriSP 191 3.28 0.53

Q33.6 1 EdA 107 3.10 0.55 1.84 p>.05
2 JHSP 63 2.92 0.58
3 PriSP 192 3.02 0.64

Q34 1 EdA 113 3.29 0.56 1.30 p>.05
2 JHSP 72 3.28 0.54
3 PriSP 206 3.37 0.52

Q35 1 EdA 113 3.33 0.60 0.97 n.s.
2 JHSP 71 3.21 0.53
3 PriSP 205 3.28 0.53

Q36.1 1 EdA 109 3.24 0.56 1.75 n.s.
2 JHSP 69 3.35 0.48
3 PriSP 200 3.36 0.55

Q36.2 1 EdA 109 3.28 0.52 0.27 n.s.
2 JHSP 70 3.21 0.56
3 PriSP 201 3.26 0.56

Q36.3 1 EdA 109 3.45 0.57 0.59 n.s.
2 JHSP 70 3.39 0.49
3 PriSP 200 3.38 0.56

Q36.4 1 EdA 109 3.39 0.54 1.24 n.s.
2 JHSP 70 3.30 0.57
3 PriSP 200 3.29 0.63

n.s.: no significance; *P<.05 **<.01 ***P<.001
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Data analysis results: One-way ANOVA (continuous)
Items Post N Mean SD F value Scheffe

Q36.5 1 EdA 108 3.26 0.59 1.30 n.s.
2 JHSP 69 3.30 0.58
3 PriSP 198 3.18 0.61

Q37.1 1 EdA 102 3.36 0.52 3.08* 1 >3
2 JHSP 70 3.24 0.49
3 PriSP 198 3.19 0.61

Q37.2 1 EdA 102 3.42 0.57 0.65 n.s.
2 JHSP 70 3.33 0.47
3 PriSP 201 3.41 0.59

Q37.3 1 EdA 102 3.55 0.57 1.42 n.s.
2 JHSP 68 3.50 0.50
3 PriSP 197 3.43 0.62

Q38 1 EdA 107 3.35 0.58 1.98 p>.05
2 JHSP 71 3.30 0.52
3 PriSP 203 3.43 0.54

Q39 1 EdA 109 3.28 0.58 2.16 p>.05
2 JHSP 70 3.33 0.50
3 PriSP 204 3.41 0.52

Q40.1 1 EdA 107 3.12 0.68 1.25 p>. 05
2 JHSP 69 2.99 0.53
3 PriSP 196 3.02 0.66

Q40.2 1 EdA 108 3.29 0.55 0.48 p>.05
2 JHSP 71 3.34 0.51
3 PriSP 196 3.27 0.54

Q40.3 1 EdA 108 3.55 0.59 0.85 p>.05
2 JHSP 71 3.45 0.60
3 PriSP 198 3.47 0.53

Q41 1 EdA 107 3.34 0.57 2.64 p>.05
2 JHSP 72 3.40 0.55
3 PriSP 204 3.48 0.51

Q42 1 EdA 110 3.29 0.55 7.03 n.s.
2 JHSP 72 3.50 0.50
3 PriSP 204 3.52 0.53

Q43 1 EdA 111 3.14 0.64 13.02***
2 JHSP 71 3.45 0.53 2>1
3 PriSP 205 3.47 0.53 3> 1

Q44 1 EdA 110 3.50 0.57 2.88 n.s.
2 JHSP 71 3.56 0.50
3 PriSP 205 3.64 0.49

Q45 1 EdA 110 3.45 0.61 4.24*
2 JHSP 72 3.54 0.50
3 PriSP 205 3.63 0.50 3> 1

Q46.1 1 EdA 111 3.33 0.75 12.18***
2 JHSP 70 3.63 0.52 2> 1
3 PriSP 205 3.67 0.50 3> 1

Q46.2 1 EdA 111 3.53 0.58 0.71 n.s.
2 JHSP 70 3.44 0.50
3 PriSP 205 3.53 0.54

n.s.: no significance; *P<.05 **<.01 ***P<.001
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Data analysis results: One-way ANOVA (continuous)
Items Post N Mean SD F value Scheffe
Q46.3 1 EdA 108 3.52 0.56 0.19 n.s.

2 JHSP 71 3.46 0.50
3 PriSP 203 3.49 0.60

Q46.4 1 EdA 110 3.31 0.59 1.74 n.s.
2 JHSP 68 3.16 0.59
3 PriSP 200 3.18 0.68

Q46.5 1 EdA 109 3.24 0.65 1.05 n.s.
2 JHSP 68 3.28 0.57
3 PriSP 199 3.34 0.61

Q46.6 1 EdA 108 3.24 0.58 0.31 n.s.
2 JHSP 71 3.20 0.60
3 PriSP 201 3.18 0.71

Q47 1 EdA 112 3.48 0.58 0.95 p>.05
2 JHSP 70 3.37 0.52
3 PriSP 205 3.44 0.50

Q48 1 EdA 113 3.09 0.76 9.84***
2 JHSP 71 3.39 0.64 2> 1
3 PriSP 207 3.42 0.58 3> 1

Q49 1 EdA 113 3.36 0.58 2.79 n.s.
2 JHSP 71 3.51 0.53
3 PriSP 206 3.50 0.52

Q50 1 EdA 111 3.23 0.68 4.59*
2 JHSP 72 3.50 0.63 2> 1
3 PriSP 203 3.42 0.66 3> 1

Q51.1 1 EdA 103 2.98 0.77 1.00 n.s.
2 JHSP 68 2.97 0.71
3 PriSP 192 2.86 0.76

Q51.2 1 EdA 102 2.79 0.72 6.79**
2 JHSP 69 3.17 0.75 2> 1
3 PriSP 189 3.06 0.72 3> 1

Q51.3 1 EdA 102 2.88 0.79 10.53***
2 JHSP 68 3.25 0.66 2>1
3 PriSP 190 3.25 0.64 3> 1

Q51.4 1 EdA 105 3.42 0.65 1.02 n.s.
2 JHSP 70 3.50 0.61
3 PriSP 193 3.37 0.65

Q51.5 1 EdA 104 3.26 0.65 0.33 n.s.
2 JHSP 68 3.26 0.56
3 PriSP 192 3.21 0.64

Q52 1 EdA 112 3.38 0.60 0.03 p>.05
2 JHSP 71 3.39 0.55
3 PriSP 206 3.38 0.53

Q53 1 EdA 110 3.01 0.67 43.25***
2 JHSP 72 3.43 0.58 2> 1
3 PriSP 205 3.63 0.50 3> 1,2

n.s.: no significance; *P<.05 **<.01 ***P<.001
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Data analysis results of Chi-Square Test for Q9, Q10, Q13, Q27, Q30

Chi-square test for Q9: the way of employment of advisers

Items
full-time part-time Other forms Sum

X2
N % N % N % N %

P
ost

EdA 48 42.5 56 49.6 9 8.0 113 100

9.26JHSP 38 53.5 30 42.3 3 4.2 71 100

PriSP 118 58.1 79 38.9 6 3.0 203 100

Total 204 52.7 165 42.6 18 4.7 387 100 p>.05

Chi-square test for Q10: the adviser selection and appointment for the principals

Items
Education

Bureau

Local
Education

Committees

Principal
Selection

Committees

School
Parents’

Committees

Other
forms

Sum X2

N % N % N % N % N % N %

P
ost

EdA 69 69.0 16 16.0 9 9.0 0 0.0 6 6.0 100 100
13.52JHSP 41 66.1 16 25.8 4 6.5 1 1.6 0 0.0 62 100

PriSP 105 57.4 39 21.3 30 16.4 2 1.1 7 3.8 183 100
fota I 215 62.3 71 20.6 43 12.5 3 0.9 13 3.8 345 100 p>.05

Chi-square test for Q13: the responsibility of payment for advisers

Items
M OE Local governments Schools Other forms Sum X 2

N % N % N % N % N %

P
ost

EdA 51 48.6 51 48.6 0 0.0 3 2.9 105 100
4.89JHSP 31 45.6 35 51.5 0 0.0 2 2.9 68 100

PriSP 102 52.6 90 46.4 1 0.5 1 0.5 194 100
Total 184 50.1 176 48.0 1 0.3 6 1.6 367 100 p>.05

Chi-square test for Q27: the number of annual performance objective setting

Items
1-3 items 3-5 items 5-7 items

Decided after 
Consulting with 

the advise
Sum

X2

N % N % N % N % N %

P
ost

EdA 8 7.8 33 32.0 21 20.4 41 39.8 103 100

7.77JHSP 11 16.9 17 26.2 7 10.8 30 46.2 65 100

PriSP 30 16.2 56 30.3 26 14.1 73 39.5 185 100

Total 49 13.9 106 30.0 54 15.3 144 40.8 353 100 p>.05
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Chi-square test for Q30: the frequency of interaction between advisers and principals

Items

at least 
once a 
week

at least 
twice a 
month

at least 
once a 
month

At least 
once every 
two months

decided through 
consultation 

between both
Sum X2

N % N % N % N % N % N %

P
ost

EdA 3 2.83 23 21.70 52 49.06 9 8.49 19 17.92 106 100
8.22JHSP 1 1.49 9 13.43 28 41.79 9 13.43 20 29.85 67 100

PriSP 4 2.08 32 16.67 77 40.10 25 13.02 54 28.13 192 100
Total 8 2.14 67 17.91 160 42.78 43 11.50 96 25.67 374 100 p>.05
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