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LEADERSHIP CHALLENGES TO PUBLIC SECONDARY SCHOOL PRINCIPALS 
IN THE ERA OF EDUCATION REFORM AND CULTURAL UNREST IN BORDER 

PROVINCES OF SOUTHERN THAILAND 
 
 

Ekkarin  Sungtong 
 

Dr. Margaret Grogan, major advisor and Dr. Brendan Maxcy, co-advisor 
 

ABSTRACT 
 

 

This qualitative study examined leadership challenges of public secondary school 

principals in era of education reform and cultural unrest. It also explored the nature of 

principals’ leadership emerged under the two phenomena. Participants were eleven public 

secondary school principals in Southern border provinces, Thailand. Data analysis drew 

on constant comparative method associated with grounded theory technique.  

Working under the complexities of educational reform policies associated with 

the new National Education Act (NEA) of 1999, principals encountered three main 

leadership challenges. Those leadership challenges were: a) working on new 

administrative structure and management systems, b) dealing with financial management, 

and c) dealing with challenges relating to parental expectation and relations. 

In working in the era of cultural unrest, principals encountered challenges in 

securing schools and patrons from potential harms. This included challenges in 

maintaining their school administration and management. In dealing with challenges in 

providing safety and maintaining school administration, principals provided two main 

responses including a) expected, and b) unexpected responses.  

Leadership perspectives developed by Western scholars and logics of action of 

principals were used as preliminary framework in exploring the nature of principals’ 
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leadership in the era of education reform and cultural unrest. This study found three main 

characteristics of the nature of principals’ leadership in dealing with education reform 

and cultural unrest including: a) increasing participation, b) transforming visions and 

producing changes, and c) recognizing ethical foundations.  

By using the Western perspectives on leadership theories, this study found that 

they helped explain and examine the nature of principals’ leadership in Southern 

Thailand, but those leadership theories are not panaceas to unfold all of the phenomena of 

their leadership. On the other hand, the Westerners’ perspectives seems to fail to unfold 

the nature of public secondary school principals’ leadership since they do not account 

multifaceted factors that lie the nature of their leadership that was influenced by unstable 

environments and also intertwine with different school contexts especially the complex 

bureaucratic systems, cultural issues, and specific contexts of schools in the region.  
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CHAPTER ONE 

 
INTRODUCTION 

 
 

Background 

Educational development in Thailand has a long history stretching for nearly 800 

years (Office of the National Education Commission (ONEC), 1998). During the reign of 

King Rama V (1868-1910), there was a significant recognition of the need to educate 

Thai people to serve the growing bureaucratic system (ONEC, 1998). The first formal 

comprehensive education plan was introduced in 1932. Since that time, Thai educational 

plans were continuously developed to promote Thai people and prepare them to compete 

in the changing world. 

Rapid changes in politics, economics, society, science and technology, especially 

in information and communication technology, have had significant impacts on Thai 

education (Hallinger, 1998; Fry, 2002a; Pittiyanuwat & Anantrasirichai, 2002). Such 

transitions influence the decision making regarding various educational policy issues. 

Over the past century, Thailand initiated many educational development plans to reform 

and promote a quality national educational system and learning opportunities for all Thai 

learners. However, the reform efforts were viewed by Thai educators as less than 

completely successful in raising achievement, creating equal opportunity, and 

encouraging economic development (ONEC, 1998).  

With the economic crisis in early July, 1997, the Thai government decided to cut 

the educational budget. The budget was cut as a result of the International Monetary Fund 

(IMF) austerity program (Ministry of Education (MOE), 1998). In fiscal year 1997, the 
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total educational budget was 162,956.7 million Baht (about $ 4.073 billion). It decreased 

to 152, 970 million baht (about $3.824 billion) in fiscal year 1998, and 151, 030.5 million 

bath (about $3.776 billion) in 1999 (MOE, 1998). Due to the economic crisis, school 

retention rates also decreased and there were increased numbers in drop out rates 

(Chomthongdi, 2000).  

Situations and changes in the global world and Thai society, especially on 

economic and social issues including democratic reform in 1990’s were key catalysts for 

education reform in the country. Education reform in Thailand became more concrete 

after the promulgation of a new Constitution of 1997 and a new National Education Act 

(NEA) of 1999. Based on the 1997 Constitution and the NEA of 1999, education reform 

was determined by the Thai government as a great means in developing and promoting its 

people to have better education. Section 43 of the new Constitution aims for all Thai 

people to receive equal right and fundamental education for the duration of not less than 

twelve years which shall be provided by the State thoroughly, and without charge 

(Ministry of Foreign Affair (MFA), 2005). The Constitution also writes in Section 81 that 

the State will improve education to be in harmony with economic and social changes 

(Office of the Education Council (OEC), 2004).   

NEA of 1999 aims to develop Thailand as a knowledge-based society. High 

quality education, emphasizing quality, efficiency, and justice will be promoted. It also 

emphasizes integration of education, religion and culture since Thailand is a diverse 

country. Based on this educational act, teaching will be promoted as a dignified, highly 

respected and trusted profession including professional teacher development. Institutional 

curriculum and local curriculum are developed to improve and serve the needs of 
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learners. It also aims to promote the role of Thailand as an educational hub for the 

neighboring countries (MFA, 2005).  

Thai education reform aims to change and develop many new educational 

dimensions. This grand reform focuses on many educational schemes such as reform of 

teachers, reform of institutional and local curriculum, and reform of educational 

administration and management systems. These educational schemes are key factors to be 

promoted and developed in order to improve Thai quality education and maximize the 

effectiveness of school administration and educational management (Cheng, 2005).The 

success or failure of ongoing education reform is understood by related stakeholders as a 

key to the future development of Thai society, especially its economic, political, social 

stability, and competitive capacities with other countries in the world (ONEC, 2001a). 

However, education reform is not an easy task to be accomplished because it is time 

consuming to reach educational goals and always requires a great effort from all related 

stakeholders.   

Although both the 1997 Constitution and the NEA of 1999 suggest the growing 

importance of education reform as a critical agenda and priority for Thai education, the 

rhetoric of the reform visions and educational policies may place much pressure to 

educators and related stakeholders. Ones of those are school principals who are key 

leaders in implementing and developing those visions and policies. School principals are 

important stakeholders in the process of education reform. They are encountering new 

challenges and demands because education reform is a new and complex task for them 

(Gamage & Sooksomchitra, 2004).  
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 School principals in Southern Thailand, who are the focus of this study face with 

additional challenges and demands especially the unrest beginning in January 2004. The 

unrest emerging in the region inevitably impacts the process of education reform and 

routines of teachers, students, and school principals. These stakeholders may find a 

difficult time in working under unstable phenomenon. Since the violence escalated in 

January 2004, more than 50 teachers and school principals were killed in the region 

(ThaiDay, July 26, 2006). They become the target of the unidentified groups of 

insurgents. The uptake in violence was attributed to local separatists and there was 

speculation about regional and international terrorist links though the terrorists’ identity 

remains unclear (The Nation, October 17, 2005). Not surprisingly, this unrest may impact 

education reforms in the region. Also, it may place special challenges and different roles 

of school principals in dealing and responding to education reform and cultural unrest.   

In sum, school leaders in Southern Thailand face multiple challenges as they 

reorganize the schools under the national reforms and as they work under intensified and 

vulnerable situations. Although there are many observations on the enormous challenges 

faced by these educators, no systematic studies of how school leaders experience and 

perceive leadership challenges of the reform, of the unrest and of the combined effects 

currently exist. This knowledge gap greatly hampers our ability to assist current school 

leaders and to prepare new school leaders who must work in and transform schools under 

and through these challenging conditions. This introductory chapter establishes statement 

of the problem, offers a rationale for the study, purposes of the study, research questions, 

outlines method of investigating the problems, and discusses the significance of the 

study.   



 

 

 

5

Statement of the Problem 

 Almost a decade after the promulgation of the new Constitution of 1997 and the 

new NEA of 1999 Thai people have witnessed a debate concerning the change of Thai 

education especially on effective educational management and education for sustainable 

development (Kitchawan, 2000). The two promulgations have directed the agenda of 

education reforms which have been critically and nationally emphasized at all 

educational levels. According to the Ministry of Education (MOE) (2004), education 

reform in Thailand is essential for both basic education and higher education. 

It is accepted by Thai educators that education reform in basic education is the 

primary focus (MOE, 2004). Basic education consists of primary (grade K-6) and 

secondary (grade 7-12) schools with some need and merit based support for post-

secondary education. In general, basic education, especially secondary schools are 

complex organizations coordinating the work of large numbers of teachers and students. 

For example, the number of students in basic education in 2003 was about twelve times 

that of higher education (OEC, 2006a). In 2005, the total number of students in basic 

education was about 9,595,015 and the total number of students in higher education was 

697,706 (Office of the Minister, 2005). For this reason, secondary education face new 

challenges especially the responsibility in providing free education for twelve years with 

quality and equity as stated in the new Constitution of 1997 and the new NEA of 1999. 

Working under new visions and educational policies including limited capacity and 

resources, principals as the leaders of the schools may have to work harder and faced the 

intensity of the work to produce good results in education. These situations can contribute 
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challenges and massive responsibilities of school leaders in reaching those demands and 

promoting such quality education.  

The heart of the Thai education reform is to improve the quality of education 

(OEC, 2004). According to objectives and principles in Chapter 1 of the NEA of 1999, 

education reform aims at the full development of the Thai people in all aspects: physical 

and mental health; intellect; knowledge; morality; integrity; and desirable way of life so 

as to be able to live happily with other people (ONEC, 1999b). As stated earlier, 

education reform covers many issues. For reform of educational administration and 

management systems, for example, power and authority is decentralized from the top 

level to the local level. Also, resources from different sources will be mobilized in order 

to maximize educational provision. For teachers reform, faculty staff and educational 

personnel, their professional development will be promoted in order to maximize their 

work efficiency. The reform of teaching and learning focuses on new teaching strategies 

of teachers that enhance students’ learning achievement and help develop them to 

become knowledgeable, moral, and happy learners (Hallinger, 2005) as stipulated in the 

NEA of 1999. It is apparent that the national reforms call for great efforts from all 

stakeholders, especially school principals to achieve the mindsets and goals of the reform. 

Related stakeholders such as individuals, families, communities, and parents are actively 

expected to be a part in providing education (ONEC, 1999b). These are examples of 

educational issues that challenge school principals in their school administration and 

management in the era of education. In the next section, I will offer greater details on 

issues of national standards and school capacity as well as particular problems related to 

cultural unrest in the South. 
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Education Reform and Educational Problems 

Although the education reform places high expectations for school principal to 

deliver changes for their schools, they may have to come up with new ideas to deal with 

the challenging reality of education reform in their schools.  Recently, the OEC (2006a; 

2006b) reported the newest overall picture of education reform after the promulgation of 

the new Constitution and the NEA of 1999. It revealed that Thai education reform has 

had slow progress. The OEC reported that overall, reform was successful in some 

schools. Teachers and communities understand goals of education reform. For the past 

six years, the educational scholars and organizations in charge of education reform 

evaluation programs mutually agreed that Thai education reform was successful and had 

made progress in reorganizing administrative structures and passing new law enactments 

(OEC, 2006a). However, there have not been many significant changes, movements, or 

concrete results of education reform, especially in terms of meeting national standards, 

dealing with shortage of funds, and educational capacity and competitiveness.  

Meeting the national standards. The quality and efficiency of secondary 

education also focuses on meeting national standards. According to the Educational 

Standard and Quality Assurance, Chapter 6 of the new NEA of 1999, all educational 

institutions are charged to establish a system of educational quality to ensure 

improvement of educational quality and standards at all levels (ONEC, 2001a). All 

educational institutions would receive an internal and external evaluation at least once 

every five years and the evaluation results would be submitted to the relevant agencies 

and made available to the general public (ONEC, 1999a). Recently, the Office of 

National Education Standards and Quality Assessment (ONESQA) reported the first 
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phase of institutional assessment on educational standards and quality assurance in 

Thailand. The educational standards were approved by the Council of Ministries. The 

educational standards were composed of fourteen standards and 53 indicators and 

focused on three main groups: a) standards of learners, b) standards of process, and c) 

standards of inputs (ONEC, 2003). The samples were 30,010 schools from all 

jurisdictions. It was found that only 416 schools or 1.56% under the jurisdiction of the 

Office Basic Education Commission (OBEC) met all of national standards (Thairath, 

September 11, 2006). These data reveal that there are a few numbers that met all national 

standards. Most of schools that met all national standards are well-known and located in 

big cites. 

In terms of students’ achievement, for example, the MOE (2000) reported that 

among eleven subjects on the national tests assessed in academic year 1999, the highest 

average percentage of Grade 12 students was only 57% in Thai writing. The average 

percentage of English language, mathematics, physics, chemistry and English writing 

were below 40%. The other two subjects with average percentages higher than 50% were 

Thai Language and Vocational Foundation. The MOE (1999) reported that in Education 

Area 2 (which formerly included Pattani, Yala, Satun, and Narathiwat provinces) where a 

large number of students are Thai Muslims, below average scores were found in Thai 

Language, social studies, and physical-biological science. Overall, the percentages of the 

national tests indicate that schools have not been successful in increasing students’ 

learning achievement.  

Secondary education not only aims to promote students’ learning achievement, 

but also their desirable characteristics, such as thinking skills, knowledge seeking skills, 
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and working skills which include teamwork and planning. However, the OEC (2004) 

reported these skills were unsatisfactory. Similar to the OEC (2006a), it reported that 

based on the national test results, students’ academic knowledge has not increased. Also, 

students still lack critical thinking skills (OEC, 2006a).  The reform has not showed the 

improvement in encouraging students to embrace life-long learning and improving 

student’ thinking skills (The Nation, August 17, 2005).  

Shortage of funds. The insufficient funding seems to be another problem of the 

quality and efficiency of secondary education. It is accepted that an adequate budget is 

one of the greatest factors in promoting quality education and can make educational 

reform happen and progress. For Thailand, a large proportion of the budget is always 

allocated to education, approximately three times the amount allocated for the national 

defense budget (ONEC, 2001a). However, scholars have noted that the Thai educational 

funding is still inadequate for improving the quality of education and ensuring 

educational quality (The Nation, June 28, 2001). Wongwanich and Wiratchai (2004) 

reported an evaluation of learning reform results based on the NEA of 1999. Out of 80% 

of the schools that organized learning reform processes, it was found that the problems 

and barriers of learning reform were shortage of educational budgets. The OEC (2006a) 

reported a similar finding with the study of Wongwanich and Wiratchai. The OEC found 

that the Thai educational budget trend was not stable and slightly decreased due to the 

economic downturn. In the fiscal year of 2004, the educational funds were 4.01% of the 

gross domestic product (GDP) and decreased to 3.7% in 2005. Since the Constitution of 

1997 and the new NEA of 1999 states that all Thai people shall have free education for 

12 years, the unbalanced and inadequate budget may cause slow progress in the 
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development of free basic educational provision. For this reason, the limited budget 

challenges schools in helping all students to get equal access and have equal quality in 

basic education (OEC, 2006).  

Educational capacity and competitiveness. Since the quality and efficiency of 

Thai education has not much been improved, the country seems to lose its capacity and 

competitiveness when compared with other nations. In terms of the capacity and 

competitiveness of Thai education with other countries, the ONEC (2001) reports that 

according to the survey by the International Institute for Management Development 

(IIMD), Thailand ranked 44th in educational capacity and 38th in terms of academic 

competitiveness out of 49 countries. It lagged behind neighboring countries including 

Malaysia, Philippines, and Singapore. It lagged behind other countries in many important 

areas because the country refused to adapt and educate people in essential skills 

(Education Reform, 2001) such as technological skills and language skills. This report 

becomes a stimulating issue for Thailand in reconsidering and reorganizing its 

educational provision to compete with other countries in the world.  

As will be discussed below, the education reforms address the issue of capacity 

through the promotion of greater local fundraising and stronger school and community 

relations. This is complicated in Southern Thailand by the increasing unrest in the region 

since January 2004. 

 

Special Challenges for Principals in Southern Thailand 

Education reform is a challenging and complex task for school leaders around 

Thailand. They have complex administrative work to do in their day-to-day activities, 
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especially dealing with the new educational policies, promoting educational quality, and 

revitalizing their staff. School principals in southern Thailand are encountering some 

general challenges as other school principals in other regions. Further, principals and 

educators in this area are additionally coping with the effects of intensifying cultural 

unrest associated with the re-emergence of a longstanding Islamic insurgency. 

Southern Thailand, especially the five border provinces (Pattani, Yala, 

Narathiwat, Songkla, and Satun,) has a unique and sometimes troubled history as a multi-

cultural, multi-ethic, multi-lingual region. In Southern Thailand, 80% of the population 

are Thai-Muslims for whom a dialect of Malay language called “Yawi” is their first 

language. Despite these numbers, the Thai Buddhists are the dominant group politically 

in the area of which Thai language is their native and official language (Albritton, 1999). 

The political power stems from the Thai-Buddhist majority in the nation and dominance 

in national politics (Rahimmula, 2001). History, diversity, and politics sometimes lead to 

various tensions between the government and separatists in the region.  

According to Liow (2004), the situation in Southern Thailand became intense 

especially for teachers and school administrators when 20 schools throughout the 

Southern border provinces were torched on January 4, 2004.  Teachers, school principals, 

and students have become the target of the terrorists (Albritton, 1999 & Croissant, 2005) 

because they are symbols of the central government's authority (CNN, 11 September, 

2006). Over the last two and a half years, more than 50 teachers were killed in Yala, 

Narathiwat and Pattani (ThaiDay, July 26, 2006).  Another killing which sparked national 

outrage was a murder of a female school principal in Narathiwat (BBC News, July 12, 

2005). The situation became increasingly worse when two teachers were severely 
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attacked by Muslim kidnappers in May 2006 in Narathiwat. Due to the continued fear of 

this violence, schools in the region are frequently suspended for periods of time when 

situations signal insecurity to students and school faculty. Suspending schools frequently 

inevitably impacts students’ learning and school administration. The unrest situations 

lead to dilemma for teachers and leaders. They are concerned with the quality of their 

students’ learning, teaching, and administration. At the same time, they are concerned 

with safety to their students and themselves.   

In summary, the complexity of the overall situation for Southern Thai educators 

derived from the convergence of the reforms and cultural unrest. Although the cultural 

unrest in southern Thailand remains a complex and highly sensitive issue (United Nations 

Country Team in Thailand, 2005), the schools’ responsibilities for enacting the 

Constitutional and the NEA of 1999 remain. It is apparent that school principals are not 

only in charge of promoting quality education, but also, creating strategic safety plans for 

students, teachers, and themselves. These two tasks need concentration and active 

commitment from faculty members and external stakeholders such as parents, 

communities, and government officials in the region.  

Given burden and new demands on principals on the educational reform agenda, 

it is important for those in a position to understand how principals in the Thai education 

system experience and perceive leadership challenges. It is also critical to understand 

how school principals manage and deal with their challenges from education reform and 

cultural unrest. What sort of leadership do they feel these new challenges demand and 

what leadership do they see emerging?  
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Unfortunately, little is known about how school principals experience and cope 

with the national reforms. Since the literature suggests that school principals encounter 

various and complex educational problems, these barriers may impact their capacity in 

achieving the reform goals. Thus, for Southern Thai principals, education reform and 

cultural unrest appears to present greater challenges and to demand more complex and 

nuanced leadership than in other areas in the country.  

 

Rationale for Conducting this Study 

Since the education reform started after the promulgation of the new Constitution 

of 1997 and the new NEA of 1999, there are some research studies related to reform 

issues. For example, Yansiri (1998) did a qualitative study on analysis of philosophy of 

education reform. This study provides insights about fundamental concepts of education 

reform. One year after the enactment of the new act of 1999, a team of researchers funded 

by of the ONEC conducted a quantitative study on the evaluation of the implementation 

of reform policies. This study showed significant progress of education reform in many 

areas, for example, 80% on educational rights and duties, 86% on educational system, 

83% on administration and management, 89% on educational standards and quality 

assurance. The overall achievement of the education reform was 76% (ONEC, 2000c). 

Khemmani, Dachakupt, Pornkul, Hamechayat, and Tulanont (2004) conducted a 

quantitative study on factors that impact learning reform. The study showed that there 

were six major factors that were crucial to the success of the learning reform. The factors 

were administrators’ capacities, strategies for learning development, the encouragement 

of teachers’ participation, learning management, teachers’ capacities, students’ learning 



 

 

 

14

behaviors, and parents and communities’ involvement. In the same year, Wongwanich 

and Wirathichai (2004) did a quasi-research study on an evaluation of learning reform 

results based on the new NEA of 1999. They revealed that learning reform indicated 

satisfactory results in all indicators except learners’ academic achievement. They found 

that schools with different sizes, jurisdiction, and geography had different reform 

performance. Schools in big cities and wealthy areas had higher performance than those 

in the rural areas.   

The most recent study was conducted in 2006 by the OEC reporting about Thai 

educational situations from 2004-2005. The OEC also integrated data from former studies 

on the reform progress. This study revealed that, overall Thai education reform had low 

progress. School teachers still focus on traditional methodologies. Parents and 

communities have less participation in the reform processes. However, this study 

reported that the reform was successful in reorganizing educational structure and 

promoting learning opportunities (OEC, 2006). 

 In conclusion, research is unclear about the leadership challenges of secondary 

school principals in the era of education reform and cultural unrest. We can see that most 

research studies emphasize the evaluation of overall progress of education reform under 

the NEA of 1999 (ONEC, 2000). In addition, a few studies were conducted by using 

qualitative approach on education reform and leadership challenges. Although the OEC 

(2006a) and Hallinger and Kantamara (2000; 2001) recommend that leadership, visions, 

leaders’ capacities, culture, and ethics of leaders be important for school improvement 

and educational changes. Still, there are a few studies about leadership challenges that 

school leaders are facing in the era of education reform and cultural unrest. Gamage and 
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Sooksomchitra (2004) did a quantitative study on education reform that focuses on 

decentralization and school-based management. They revealed that 66.7% of school 

principals were facing new challenges such as leadership and management. However, this 

study did not examine what leadership and management skills emerged in the process of 

education reform. A number of studies focus on unrest in Southern Thailand (Albritton, 

1999; Hahimmula, 2004; Croissant, 2005; International Crisis Group, 2007). However, 

since the violence emerged in January 2004, there are few studies of the unrest situations 

that address school leaders’ challenges, new demands, and principals’ leadership to work 

in the complex and turbulent educational settings of Southern Thailand.  

 

Purposes of the Research 

This study will explore the leadership challenges that public school principals are 

encountering in the convergence of national education reforms associated with the 1997 

Constitution and the implementation of new NEA of 1999. It also explores leadership 

challenges that public school principals are facing in the period of cultural unrest 

beginning January 2004. Additionally, this study aims to explore the nature of principals’ 

leadership in the era of education reform and cultural unrest.  

 

Research Questions 

1. What leadership challenges are school principals in Southern Thailand  

encountering in the era of education reform associated with the New Education Act of 

1999? 

2. What leadership challenges are school principals in Southern Thailand  
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encountering in the period of culture unrest beginning in January 2004? 

3. What is the nature of the leadership that emerges under these conditions? 

 

The Significance of the Study 

According to the statement of problem, there are debates and concerns about Thai 

education reform processes. It also illustrates gaps between reform rhetoric and reform 

reality as well as the problems associated with the reconstructed role of principals and 

cultural unrest in the region. To help current school principals deal with education reform 

and cultural unrest and to prepare future principals to lead in the face of these challenges, 

understanding and knowledge about the situations is critically needed. Additionally, for 

organizations asked to prepare and to assist educational leaders, it is important to 

understand how school principals in Southern Thailand experience, perceive, and deal 

with their school work amid this unusual and intense situation of cultural unrest. 

Unfortunately, there are no studies that address the education reform and cultural unrest 

in this particular region in Thailand. But more importantly, there are no studies that show 

the impact of leadership experiences on the preparation of school leaders in coping with 

these issues. Lack of studies especially quantitative or qualitative that addresses this 

concern and knowledge in dealing with education reform and cultural unrest hinders the 

ability of administrator preparation organizations or service agencies, especially the 

Ministry of Education and the Regional Education Service Area (RESA) to prepare and 

to assist school principals to lead schools through the challenging and intense 

phenomena.  
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This study will help to close the knowledge gap by examining leadership 

challenges encountered by school principals in Southern Thailand and leadership 

demanded while emerging to deal with the education reforms and the situations of unrest. 

Importantly, this study will be valuable to secondary school principals in terms of self-

reflection on their experience, perception, obstacles, and practical strategies to deal with 

educational reform processes and cultural unrest. Dissemination of the results of the 

study will help principals, educators, and policymakers in similar educational settings 

understand, use, and develop leadership skills in their own particular contexts. Based on 

education reform processes that are taking place in areas of cultural unrest, policymakers 

can appropriately facilitate and develop practical strategies to help expand school 

principals’ capacities to deal with challenges and accomplish educational goals. 

Additionally, findings from this study will contribute to the knowledge base among 

Southern Thai school principals and other school leaders who may face similar 

challenges in their particular contexts.  Findings from this study are also useful for 

preparation programs as well especially in reconsidering designs and developing 

programs for pre-service teachers. 
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CHAPTER TWO 

 
REVIEW OF RELATED LITERATURE 

 
Introduction 

In the twenty-first century, education reform is considered by Thai people as a 

critical and urgent agenda at every level of the society (ONEC, 2000a). Education reform 

is initiated because an educational provision in the country has not achieved its purposes 

and goals (ONEC, 2001b), especially the quality of Thai education and equity and access 

in education (ONEC, 2001; Atagi, 2002; ONEC, 2002).  Thus, the current education 

reform is an extraordinary call attempting to develop a quality education for Thai people 

in a time of social, political, technological, scientific, and economic changes (Pitiyanuwat 

& Anantrasirichai, 2002). Thai education reform is shifting and promoting the capacity of 

Thai people, increasing their ability to compete with others in a changing global society. 

Education reform really became important after the promulgation of the new Constitution 

of 1997 and after the enactment of the New National Education Act (NEA) of 1999 

(MOE, 1999).  

Six years after the implementation of The National education reform policy based 

on the new Constitution of 1997 and the NEA of 1999, research studies showed that the 

reform has been successful in restructuring organizations and developing educational 

systems, including establishing curriculum development strategies and guidelines of 

learning and teaching processes (OEC, 2006a). However, education reform needed 

improvement in many other areas. For example, the OEC, (2006b) reported that teachers 

still lacked understanding in developing their institutional curriculum. Some 
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misunderstood the pedagogy, especially the student-centered approach.  Also, parents and 

community members have not had much involvement in educational development. To 

meet the goals, related institutions and stakeholders need to keep working on the 

education reform, meanwhile their responsibility to deliver quality education still 

remains. As Hallinger, Taraseina, Kantamara, Chompoowong, and Chuwattanakul (2001) 

stated, “Education reform is only in its earliest stages. The most significant challenges lay 

ahead” (p. 27).  

At a local level, many people are involved in the process of education reform and 

all of them have different roles and functions in implementing the policies. However, to 

bring and accelerate such quality education and equity to schools, principals are one of 

the most important people. By playing significant roles with related stakeholders and 

promoting an understanding to the nature of education reform, school principals are 

important in facilitating learning reform (Ruengtrakul & Wongwanich, 2004;  

Wongwanich & Wiratchai, 2004). Also, the success of learning process development 

depends on the school principals (Khemmani, Dachakupt, Pornkul, Hamechayat & 

Tulanont, 2004). Not surprisingly, the success or failure of education reform at the school 

level intertwines with school principals’ understanding, especially of their roles, 

responsibilities, and commitments to the reform and the ability to improve their teachers’ 

instruction (Chuwattanakul, 2001). To achieve education reform, Thai school principals 

may have to work harder at articulating the moral basis of reform and at establishing an 

interest among teachers in engaging in education reform (Hallinger, 2004). Hallinger 

comments that it is important that Thai principals change their administrative roles 

because education reform is complex and they need to provide accountability for school 
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administration. So, the success or improvement of education quality is seen to depend on 

principals’ leadership.  

Others concur generally that leadership matters for promoting the school quality 

in terms of influences on students, professional, and the system (Knapp, Copland, Plecki, 

Portin, & colleagues, 2006). Snowden and Gorton (2002) assert that principals’ 

leadership can enhance and promote school culture and values, create respect for 

diversity, and create a good climate for learning. Thus, effective leadership of school 

principals is understood to be a key factor in the process of changes and meeting the 

reform expectations.   

However, education reform is a challenging and complex task for school 

principals around the country. Nowadays, principals not only have complicated and 

overwhelming administrative work to do in their day-to-day activities, but also deal with 

the new policies and complex school missions. For school principals in Southern 

Thailand, they may have more challenging tasks than other school principals in the nation 

because they are encountering the cultural unrest which began in 2004. In addition 

students, teachers, and school principals become the targets of the terrorists because they 

represent the government. This may place more concerns on principals for school safety. 

In dealing with education reform and unrest in the region, school principals in Southern 

Thailand may face new challenges in their school administration. Working under the 

unstable environment and new policy mandates from the top level, principals in Southern 

Thailand may need to put greater efforts and new strategic work in dealing with those 

challenges. Since school principals are encountering new challenging tasks, leadership 
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skills are very critical and necessary for them in achieving effective school administration 

and dealing with challenges in the era of education reform and unrest.  

The goals of this study are to investigate the leadership challenges that school 

principals in Southern Thailand are facing in the era of education reform. It also 

examines what leadership challenges that school principals in Southern Thailand are 

encountering in the period of cultural unrest which began in January 2004. Additionally, 

this study aims to understand the nature of leadership that emerges under education 

reform and unrest. This study aims to answer these questions in the hope of informing the 

rhetoric and realities of education reform in Southern Thailand, including unrest 

phenomena and their impacts on the region.  

This chapter provides a review of current literature and related research studies on 

education reform in Thailand, especially factors that underline the emergence of 

education reform, the impetus of education reform, key elements, and the evidence of the 

reform, including its overall progress in the process of the reform. To clearly understand 

the nature of the region, this study also provides the historical background of the 

Southern Thailand and the current cultural unrest. Then, the chapter will move to a 

review of current literature on principalship, especially different leadership roles of 

school principals, principals’ changing roles in school administration, and principals’ 

leadership in developing countries. After that, this section presents the literature review 

on leadership (in general), focusing on selected views of leadership from Western 

perspectives that can help inform this study.   
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The Emergence of Education Reform in Thailand 

Despite putting much more effort into keeping up with globalization movements,  

Thailand is now confronting the [its] most drastic social change [coming] from 

within and from its interconnectedness with the complex and rapidly changing 

world. Such changes are too overwhelming for both individuals and society to 

cope with, thus causing imbalances in various aspects of development. The 

present social institutions have failed to adapt themselves to cope with the 

formidable changes. The result is organizational weaknesses, confusion, conflicts, 

and suffering. Social reform is thus indispensable in order to strengthen all sectors 

of society. Reform of the education system is one of the most important areas of 

social reform, since it is believed that education is a very important process to 

enhance individual development, which will [eventually] contribute to the social 

and economic development of the country. It will enable Thailand to move 

through the current crisis. (ONEC, 1999b, p.7)  

The emergence of education reform in Thai society originates from different reasons and 

necessities. The above statement raised by the ONEC (1999) offer realistic rationales for 

education reform in Thailand. It is also believed by Thai scholars and educational 

institutions that factors stimulating education reform stem from rapid changes in politics, 

economics, societies, and development of science and technology. These changes impact 

Thai people’s way of living and their capacities to compete with people from other 

countries. This literature section will provide a description of each factor that leads to 

education reform in the country.  
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Demographic change. Pornsrima (2000) states that there are many factors that 

bring about Thai education reform. Demographic change is a factor that leads to 

education reform in the country. Thailand’s population increased from seventeen million 

in 1957 to 61 million in 1999 and it increased to 65.34 million as survey in August 2006 

(National Statistical Office, (NSO) 2006). Pornsrima (2000) says that the increase of the 

population impacts the consumer’ behavior of Thai people. The more the population 

increases, the more natural resources are consumed by people. Consequently, Thai people 

are encountering the decrease of natural resources as well as pollutions and 

environmental problems. The increase of population and the environmental problems 

encouraged educators and the government to provide quality education as a critical tool 

for Thai people in appropriately consuming and caring their environmental problems.     

Information technology age. At present, the world is in the informational 

technology age. Scientific progress allows all people to get connected easily and 

communicate effectively. It is important that Thai people have informational technology 

(IT) and computer skills in doing and developing their work (Pornsrima, 2000). Office of 

Commercial Services (OCS) (2002) states that to sustain the growth and development of 

a market-driven economy, new types of knowledge and skills, including competencies in 

the new technologies are required. However, Thailand has not produced adequate 

numbers of workers in scientific and technological fields. For example, in 2000, only 

29% of the total Thai undergraduate students held bachelor’s degrees in sciences or 

technologies. In contrast, Chinese, South Korean, and Singaporean students held 

bachelor’s degrees in sciences and technologies 41%, 38%, and 58% respectively (OEC, 
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2006b). The ONEC (2002) reported that the ratio of computers and the necessary 

equipment per students used in schools is also low, especially at the basic education level.  

Economic crisis. Thailand’s economic status, especially the economic crash in the 

end of 1996, shocked Thai people. According to Pitiyanuwan and Anantrasirichai (2002), 

“during 1989-1996, Thailand’s economy reached its high growth rate, averaging 9.6 

percent and began to reduce in 1996 which led to economic and financial crisis in mid 

1997” (p. 2).  According to The Nation (September 2, 1997), the crisis that emerged in 

1997 not only reflected Thailand’s macro-economic mismanagement, but also uncovered 

weaknesses of the social sector in its ability to cope with social and economic issues. Due 

to the economic crisis, the government decided to get loans from the International 

Monetary Fund (IMF) and the World Bank. Some Thai skeptics and scholars decried the 

government for allowing those international investors to take advantage of the economic 

crisis (Fry, 2004).  

 An economic and financial crisis is one of the most important issues in the call 

for education reform in the country (Fry, 2002a; Atagi, 2002; ONEC, 2000a). After the 

economic crisis, the rate of the unemployment gradually increased. For example, the 

unemployment rate increased from 3.3 percent in November 1999 to 3.7 percent in 

November 2000 (ONEC, 2001a). The ONEC reported that approximately 1.55 million 

people were unemployed and most were in the Northeast, followed by the North, 

Bangkok, the South and Central Thailand. Due to the economic crisis and unemployment, 

Thai people’s standards of living also declined and the numbers of poor increased 

(Pitiyanuwan & Anantrasirichai, 2002). Subsequently, social violence increased because 

of the economic crisis and unemployment (Pornsrima, 2000). The social and economic 
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problems finally lead to unethical and immoral issues in the Thai society (Pornsrima, 

2000; OEC, 2006a).  

In summary, the multifaceted changes, mainly political, social, scientific, 

technological, and economical issues are main factors that underline the path to Thai 

education reform. The literature above indicates that social problems have hampered and 

influenced the Thai people’s way of living. The economic crisis in 1997 is a main factor 

that stimulates Thai scholar and policymakers to reconsider and initiate new policies 

responding to those changes. If these social problems have not been solved or controlled, 

the country may face more intense problems in the future.  

 

The Impetus of the Education Reform 

The literature above presents the ideas that political, social, technological, 

scientific, and economic conditions are the main components that contribute to a push for 

education reform. However, there are other impetuses that drive and encourage the 

process of education reform in Thailand. The OER (2001) states that an idea of education 

reform in the country was paved and started after the promulgation of the Constitution of 

1997. The new constitution aims to provide free basic education for all Thai learners. The 

constitution also identifies favored characteristics of quality education that is in 

accordance with social and economic changes. Democratic society and local wisdom are 

also emphasized in the new constitution. For example, it says in Section 43 that Thai 

people shall get equal rights to receive fundamental education for a duration of not less 

than twelve years (Office of the Prime Minister (OPM), 1997).   
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Education reform has become more concrete after the promulgation of the new 

NEA of 1999 (OER, 2001). This Act was based on large numbers of research studies 

conducted by Thai and international scholars (ONEC, 2002). Becoming active August 20, 

1999, this new national act opened new dimensions of Thai education both in thinking 

processes and educational provisions. This new act can be called a “reform law” whose 

contents and mindsets aim to develop Thai students to become knowledgeable, moral, 

and happy learners (OER, 2001; Hallinger, 2005).  Along with the Constitution of the 

Kingdom of Thailand of 1997 and the NEA of 1999, The National Education Plan (2002-

2016) was also prepared to embrace equity in education and to increase the educational 

quality of Thai people (MOE, 2003). The education plan focuses on human-centered 

development and an integrated and holistic scheme of education, religion, art, and 

culture, attaining full development in terms of physical and spiritual health, morality, and 

integrity. This plan also aims to promote a knowledge-based society, continuous learning, 

and the inclusion of all segments of society in designing and decision-making as well as 

the empowerment of Thai people to adjust themselves in the changing world.  

As the legal framework for education reform, the NEA of 1999 provides 

guidelines and key elements that are critical to be promoted and developed in order to 

produce educational perfection and quality in the era of education reform. To deliver 

quality education and to provide the highest benefits possible for all Thai people, 

necessary basic elements of reform must be developed and promoted. Each basic element 

is developed based on the Constitution of 1997 and the NEA of 1999. Also, each element 

of reform is re-conceptualized in order to maximize not only the quality of education, but 

also the effectiveness of school administration and management. The main elements of 
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the reform that are discussed in this part are reform of learning and teaching, teachers 

reform, and the reform of educational administration and the management systems. This 

part will explain the characteristic of each element, its aims, and its overall success based 

on research studies and related literature.  

 

Reform of Learning and Teaching 

  Learning and teaching reform is the heart of educational reform (ONEC, 2001a; 

ONEC, 2002a) and “can be implemented without required regulations” (ONEC, 2001a, p. 

71). The aim of this reform is to deliver maximum benefits for all learners. The learning 

reforms also concentrate on enabling students to develop themselves based on their own 

pace and to maximize their potential (MOE, 2004). The focal point of this reform is that 

teachers become facilitators and their teaching strategies emphasize learner-centered 

approaches (ONEC, 2001a). 

 The OEC (2006a) reported that after the reform of learning, Thai students were 

happier because they had a variety of activities to do at schools. Teachers also became 

more motivated to learn and provide a variety of teaching activities for their students 

(Pintawanit, 2000). Based on the reform of learning, teachers are also successful in terms 

of applying technology and integrating learning resources in their teaching. However, 

there has not been much positive progress on reform of learning (OEC, 2006a). Although 

education reform focuses on a learner-centered approach, there is no clear and significant 

evidence that all teachers follow this pedagogy. Many school teachers are still focusing 

on teacher-centered approach (OEC, 2006a).  
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According to a report of The Nation, a widely read newspaper (The Nation, 

August 17, 2005), most teachers still use old and outdated teaching methods. Some also 

are short of efficient techniques. This problem exists mostly in small schools, where 

heavy workloads prevent teachers from improving themselves. Also, teachers still have 

misconceptions and lack understandings about the underlining principles of the students-

centered approach (OCS, 2002). The MOE (1997) supports this point saying that in some 

schools, learning and teaching processes do not correspond to the needs of society in 

relation to the present stage of the national development. Students lack knowledge and 

basic study skills used as a tool for learning, such as reading, writing, and group-work 

skills (Khemmani et al., 2004). Consequently, school graduates are not able to apply their 

knowledge and skills in their career. The OEC (2006b) reported in a recent education 

reform evaluation, that based on national tests, it was found that students’ achievement in 

grade 7, 9, and 12 was low and unsatisfactory.  

According to the learning and teaching reform, local wisdom is also encouraged 

to be promoted at schools along with the institutional curriculum. The teaching of local 

wisdom aims to help students to understand and appreciate their cultural knowledge and 

local traditions (ONEC, 2001a). In practice, local wisdom has not been explored to 

enhance teaching and learning at schools due to the lack of financial support (MOE, 

1997).  

 

Teachers Reform  

Considering the goal of learning development in the process of education reform, 

teachers are the most immediate and direct source of influence on the students’ learning 
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(Khemmani, et al., 2004). The ONEC (1999b) states that “the quality of teachers or 

teaching staff is the most important element in raising the standards of education” (p.77). 

Based on the NEA of 1999, a reform of teachers focuses on four main areas: 1) training, 

2) development and promotion, 3) professional standards control, and 4) personnel 

management (ONEC, 2002a). Although reform of teachers aims to uphold good teaching 

quality of teachers, related literature reveals that complex problems for teachers still exist 

in Thai education. For example, the ONEC (1999b) states Thai teachers still lack 

teaching quality and professional development. These problems impede their teaching 

quality and students’ achievement. This is another issue that has become a concern for 

the Thai government (ONEC, 1999b). There is a general consensus amongst educational 

scholars, parents, and students that the quality of teachers has regressed considerably in 

recent years (Sinlarat, 1999). One reason is because they lack training and professional 

development (MOE, 1997; OCS, 2002). 

Based on the survey on academic qualifications of teachers (K-12) conducted in 

1998 by ONEC, it was revealed that 14.8% of Thai teachers had less than a bachelor’s 

degree, 74.7% had the bachelor’s degree, 6.9% a Master’s degree, and 1.2% a doctoral 

degree, respectively. Secondary school teachers in the central region had the advantage in 

terms of qualified teachers. In contrast, the Southern part of the country had the lowest 

percentage of teachers with a Bachelor’s or higher level of qualification (ONEC, 1999b).  

In addition, teachers lack sufficient understanding of the nature and types of 

knowledge needed in the new economy and globalization. Also, they have had inadequate 

opportunities to be exposed to the international dimensions of their profession (Pillay, 

2002). The Nation (August 17, 2005) writes that teachers’ skill development has not 
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progressed satisfactory during the past six years. “Teachers had a tendency to learn, 

know, and to update the reform movement mostly from mass media rather than the 

official sources” (Wongwanich & Wiratchai, 2004, p. 248). Wongwanich and Wiratchai 

also say that some teachers lack understandings of education reform. Their teaching 

principally focuses on rote learning and memorization, not the student-centered approach 

as mandated by the NEA of 1999 (Education Reform, 2002).   

The MOE (1997) says that teacher shortage, especially in the rural areas, is one of 

the big problems. This problem is a difficult one to solve (MOE, 1997; OCS, 2002). The 

OEC (2006a) did an evaluation on education reform, focusing on administration and 

educational management. It revealed that six years after the reform, Thai teachers still 

had heavy workloads and that they lacked motivation and were not attracted by salary 

they earned from their career. In terms of decentralization, the OEC reported that some 

teachers were not confident if the schools were to be transferred under the jurisdiction of 

the (local) sub-district administration.  

In addition, it is accepted that a large number of teachers in Thailand have had 

financial difficulties due to their low salary which does not match their living expenses. 

The ONEC (2000a) reported that a survey on debt situation of teachers under the MOE 

was conducted in September 1996. It was found that 507,607 teachers (86.1% of total 

teachers) were on the debt for many types of loans.  The total teachers' debts in the 

formal system amounted to 81.2 billion baht (about $ 2.1 billion). The sources of their 

loans included Teachers Savings Union, commercial banks, and other financial 

institutions. The two major causes of teachers' debts were purchasing cars or electrical 

appliances (30.6%), and paying for daily living expenses (24.4%). According to Wallace 
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(2003), “salaries are so low that most teachers are deeply in debt and work at other jobs 

to supplement their meager teaching incomes. These second and third jobs take even 

more of their time away from the children” (p. 2). 

 

Reform of Basic Education Curriculum  

Based on section 27 of the NEA of 1999, the core curriculum is prescribed by the 

Basic Education Commission (BEC) (ONEC, 2001a). The core curriculum includes the 

national curriculum framework such as objectives, standards, and assessment and 

evaluation methods. The core curriculum also includes the framework for the local 

curriculum (ONEC, 2000a). By using the guidelines of the national curriculum, schools 

will be responsible for developing their curricular substances in each subject area for 

their institutional curriculum (OEC, 2001a). This includes the development of the 

curriculum substance (content details) for their local curriculum. The institutional 

curriculum is the main curriculum of the schools which covers various subject areas. In 

contrast, the local curriculum focuses on the local wisdom and needs of learners in their 

localities (OEC, 2004).   

Literature shows both progresses and obstacles about the ways schools developed 

their basic education curriculum. Based on the reform, the government has provided 

guidebooks consisting of details of curriculum contents (ONEC, 2001a). Several 

meetings were held by the government for comments and suggestions. Seminars and 

workshops were also provided for schools to encourage teachers to make an analysis of 

the school curriculum and to prepare their teaching plans (ONEC, 2002a). The ONEC 

(2001a) says preparation of curriculum development was made for 152 pilot schools 
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nationwide to implement the basic education curriculum. Although curriculum guidelines 

are provided for schools to develop their institutional and local curriculum, the reform of 

the basic educational curriculum, especially the institutional and local curriculum, has not 

met the need of the learners. For example, the OEC (2006b) says that there is a concern 

about the quality of Thai students based on the new curriculum. Based on the OEC’s 

national report on education reform progress, overall students can learn happily, but the 

curriculum does not help to sharpen their critical thinking and reading skills. Only 40% 

of schools can help students perform well in their learning, but 60% of schools need to 

improve and develop their curriculum. This idea is similar to the study of Ruengtrakul 

and Wongwanich (2004). Their quantitative study revealed that to promote the desired 

characteristic of learners, the schools need to encourage their students’ critical thinking 

skills. They also revealed that students’ performance of thinking skills in grade 7 and 

grade 9 was unsatisfactory.  

In addition, throughout the period of the curriculum experimentation, schools 

were confused about the implementation of the core curriculum guidelines. Some claimed 

that the curriculum content was not flexible for students’ learning (OEC, 2006b). 

According to Fredrickson and Canyook (August 16, 2001), they say that, based on the 

national curriculum guidelines, some schools were confused about what exactly to 

implement. Also, some parents and teachers did not understand the new curriculum. The 

OER (2001) explains that the reason that impedes teachers’ teaching ability is the 

weakness of the curriculum. The curriculum focuses on rote learning and ignores the 

local wisdom, including students’ interest and their capacities.  Pintawanit (2000) says 

that the impressive progress in the local curriculum development was low. Also, teachers 
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still lack skills in developing and implementing their local curriculum. She noticed that 

these problems can indicate that the central government has not much paid attention to 

the local curriculum development. According to these existing problems, the effective 

curriculum management, learning and teaching have not met the goal of the education 

reform (ONEC, 2000a).   

 

Reform of the Educational Administration and Management Systems 

 The aims of the educational administration and management reforms are to 

increase efficiency in providing education. By reforming the administration and 

educational system, it ensures that educational provision be promoted and expanded 

extensively (ONEC, 2000a). It is also intended to increase the collaboration between all 

parties as well as utilization of resources for maximum benefit. Based on this reform, 

educational organizations and systems are restructured (ONEC, 2001a). To promote 

administrative efficiency, authority and power are directly decentralized to the Regional 

Educational Service Areas (RESA) and the educational institutions (OEC, 2004). 

Decentralization to the RESA(s) and schools. One of the key reforms under the 

new administration and management systems is the reform of the administration in 

educational service areas. This new administration aims to promote the central autonomy 

to the local institutions (ONEC, 2002a). Instead of focusing on the central administration, 

the authority and power from the top-level authorities are decentralized to the local areas, 

especially the schools and the regional educational service areas (RESA) (ONEC, 2001a; 

OEC, 2004). According to the ONEC (2002a), decentralization is developed based on the 
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concept that local educational institutions and the RESA should have flexibility in their 

administration, especially in their decision-making.   

Based on the reform of administration and management systems, literature reveals 

that the reform is successful in terms of establishing the new structure of the RESA, 

including passing the new law for operating this new organization (OEC, 2006b).  The 

OEC (2004) says “the country is currently divided into 175 educational service areas in 

76 provinces, with 172 areas in the provinces and the remaining 3 areas in Bangkok. 

Each educational service area is responsible for approximately 200 educational 

institutions in which there are around 300,000-500,000 students” (p.43). The RESA is 

responsible for coordinating, supporting, and overseeing the administration of the schools 

under its jurisdiction (ONEC, 2000a).  

Six years after the reform of the new administration, especially the administration 

of the RESA, the literature reveals that the problems still exist. The ONEC (2002a) 

reported that, compared with former administrative patterns, the numbers of existing 

service areas (175) were not adequate to effectively exercise and support schools in the 

jurisdiction. Also, some regulations mandated by the RESA or the central government are 

not conducive for school administration (ONEC, 2002a). For example, the law says that 

schools have autonomy in recruiting and appointing new teachers. In reality, the final 

decision-making is still at the RESA. The OEC (2006a) also says that in practice, the 

RESA has not authorized absolute authority to educational institutions under its 

jurisdiction.  

In the new administration and management, local sub-district (Tambon) 

administrative organizations become a part of educational provision. Schools in local 
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areas will be transferred to be under the jurisdiction of the local organizations (OEC, 

2004). These local organizations are in charge of facilitating school administration and 

management. The OEC (2006a) remarks the transfer processes of the schools putting 

them under the jurisdiction of the local sub-district administration has not been clear. The 

ambiguity of the transfer leads to mistrust and misunderstanding between the schools and 

the local sub-district administrative offices. The mistrust and misunderstanding between 

schools and local sub-district officials delay the process of the transfer (OEC, 2006a).   

Engaging involvement and participation from related stakeholders.  Based on the 

new administration and management systems, schools and the RESA are encouraged to 

promote the involvement and participation from related stakeholders, especially parents, 

community members, and the public and private sectors. According to the NEA of 1999, 

Section 29, education reform shall be in co-operation with individuals, families, 

communities, and organizations. Educational institutions shall promote exchanges of 

experience among communities. To convince the communities to participate in the 

education reform processes, it was essential that they be well-informed to understand the 

significance of education reform and educational goals as well as activities done in 

schools (Khemmani et al., 2004).  

In reality, Thai school administration still lacks active participation from various 

stakeholders. The ONEC (2002b) says that the RESA has not been able to engage in 

collaboration with community members. Hallinger and Kantamara (2001) give a remark 

that community participation is another problem in Thai culture. Although the national 

Act of 1999 opens a channel for Thai people to join freely and systematically in the 

processes of educational provision and educational management, the willingness of 
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people in practice has not significantly occurred in Thai school society. As Hallinger and 

Kantamara (2001) remark, “obtaining the active participation of staff, parents, and 

students in giving voice to beliefs and concerns was perhaps the most difficult obstacle 

the leaders faced” (p. 393).  

There are also similar comments about the lack of participation put forward by 

other scholars. For example, Hajisamoh (1997) did a quantitative study on school and the 

community relations performance of school administrators in targeted schools of Arson, 

Pattani province. She found that there was a low relationship between school and 

community participation. Parents and community members were not significantly 

involved in school activities. Schools also lacked funds for promoting public relations 

and strategic plans for community service. The study by the OEC (2006b) revealed a 

similar finding. It revealed that schools have not gained much participation from parents 

and communities in reforming education.    

 

Related Research Studies on Education Reform 

Before and after the enactment of The National Education Act (NEA) of 1999, 

research studies related to education reform were conducted focusing on different 

aspects. For example, some studies looked into the desirable characteristic of school 

administrators in the process of education reform. Some examined the readiness of the 

sub-district administration in participating in the educational provision. Some 

investigated the opinions of relevant stakeholders about new aspects of reform such as 

school-based management and decentralization. Some studies explored the overall 
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progress of the education reform. Literature in this section provides a selection of related 

research studies on education reform in Thailand.  

Boontim (1999) conducted a survey study on desirable characteristics of 

secondary school administrators in the education reform (1996-2007) as were expected 

by administrators and teachers of secondary schools under the jurisdiction of the 

Department of General Education (DGE) (now known as Office the Basic Education 

Commission) Region Six. Samples of this study were 103 administrators and 361 

teachers. This study showed that the most desirable characteristic of administrators as 

expected by administrators and teachers in Region Six was a professional attitude in 

promoting school administration. This study indicated that professional school 

administrators were a critical component for education reform. Also, school 

administrators needed to have a good personality in administrating and collaborating with 

internal and external related stakeholders. According to the participants of this study, 

personality was also regarded as a desirable characteristic.   

Three years after the promulgation of the new NEA of 1999, Thummada (2002) 

studied the readiness and capacity of the Sub-District Administrative Organization 

(ADAO) in participating in educational provision for schools in Si Sa Ket province. This 

study was conducted under the legal framework that district organization should be 

promoted in providing education for its people in the region.  The aim of the study was to 

examine the readiness and capacity of the ADAO in providing education for schools 

under its jurisdiction.  Participants were school administrators and officials from 203 

Sub-district Administrative Organization Offices in Si Sa Ket province. This survey study 

focused on the ADAO’ s readiness and capacity in terms of academic affairs, financial 
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management, personal management, and general management. Participants in this study 

thought that the Sub-district Administration Organization was ready to participate in 

educational provision, especially for pre-primary education  (K-6) up to lower-secondary 

(Grade 7-9) education. Participants of this study thought that the ADAO did not have the 

capacity in providing education for the upper secondary level (K10-12). This study 

showed similar findings to the survey study of Chaiyawong (2001). Chaiyawong studied 

an analysis of roles of Sub-district Administrative Organization in providing education 

and participating in educational management. School administrators who were 

participants in this study thought that the Sub-District Administrative Organization was 

not ready at all educational levels to participate in educational provision.  Both of these 

studies, including the study of the OEC (2006) discussed earlier, can reflect why some 

schools and teachers did not expect to be under the jurisdiction of the sub-district 

organization.     

Ruengtrakul and Wongwanich (2004) conducted a quantitative study on the 

evaluation of learning reform results based on the NEA of 1999. The study aimed to 

study, measure, and evaluate the learners’ desired characteristics (e.g. critical thinking 

skills, academic knowledge, and inquiry and working skills) based on the NEA of 1999. 

The multi-stage sampling technique was employed in this study. Participants of this study 

were selected from five regions and provinces. The major findings from this study were 

as follows: 1) The participants’ performance were good only in good citizenship. The 

participants’ performance was only satisfactory in terms of academic knowledge, 

thinking skills, and inquiry and working skills; 2) There were significant differences in 

the four indicators across provinces and jurisdiction only at the lower-secondary level; 
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and 3) The variance component analysis indicated that there were great variances in 

performance among schools within the same jurisdiction, and among learners within 

schools.  

Also supported by the MOE, Wiratchai, Wongwanich, and Ruengtrakul (2004) 

conducted another study on the evaluation of learning reform results based on the NEA of 

1999. This study was related to the study of Ruengtrakul and Wongwanich (2004). The 

major findings were revealed as follows: 1) The learners’ performance was quite 

satisfactory in terms of academic knowledge and was good in desired characteristics; 2) 

All groups of stakeholders changed their learning and working behaviors; 3) The 

comparison of indicators before and after learning reform showed big differences across 

schools and provinces; and 4) Based on data from interviews, this survey study indicated 

that school administrators were the key factor in facilitating learning reform for their 

students. However, it revealed that a lack of staff-members and educational budget were 

problems of the reform process.  

Gamage and Sooksomchitra (2004) studied decentralization and school-based 

management (SBM) in Thailand. The participants in this survey study were 1,000 school-

board members from Bangkok as well as provincial and rural areas. The study was also 

followed by 45 interviews with all relevant stakeholders. The main findings of this study 

were: 1) 69.7% of the participating principals strongly believed that it was important for 

them to discuss issues with their staff and board members in order to agree upon 

strategies for implementing change; 2) 68.5% of participating principals agreed that the 

ability to delegate is a critical skill of a school principal; 3) 89.2% of the respondents 

regarded the new SBM reforms as the type of reforms that the Thai education needed; 4) 
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85.9% of the school-board members believed that the new school-based structure was 

effective; 5) In order to receive active community involvement, 68.5% of school 

principals agreed that the ability to delegate authority was a necessary skill of a principal; 

and 6) more than half of the total participating principals believed that “leadership” and 

“management” were the biggest challenges they face in their principalship.  

Based on the factors and rationale discussed above, the literature provides 

reasonable ideas that the quality of Thai education essentially needs to be developed and 

promoted so that it can increase the capacity of Thai people to compete with other people 

in the global society. Although education reform is proceeded under the legal framework 

and practical guidelines, literature informs that education reform in Thailand involves 

complex structures and needs great efforts from all relevant stakeholders. Based on the 

literature, it can be said that Thai educators are encountering a variety of challenges in 

driving the reform to meet its goals and objectives.  

As Chuwattanakul (2000) states education is essential and must keep going.  "If 

education reform is not attended to in a serious manner, Thailand will not be able to rise 

from the economic crisis, as education and a country's growth go hand in hand" (p. 20). 

This study examines challenges that impede the implementation of the reform as 

articulated and the leadership that emerges to move the reform forward amid practical 

realities.  

 

Historical Background of Southern Thailand and Cultural Unrest 

 Thailand, a constitutional monarchy, is a country that is proud of its own unique 

cultures. It is only the country in the Southeast Asian region that has never been 
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colonized by European power in the era of colonialism (Fund for Peace, 2006). Thailand 

has its long historical background, and it is a multicultural country encompassing a multi-

ethic society. The population of the country is 75% Thai, 14% Chinese, and 11% other 

ethnic groups. It is also 94.6% Thai Buddhist, 4.6% Thai Muslim, and 0.7% Christian 

(Fund for Peace, 2006).  However, Thai people have freedom of religious beliefs and 

shall enjoy under the protection of the new constitution of the Kingdom of Thailand of 

1997.  

At the southeastern extremity of Thai peninsular, there are five border provinces 

whose inhabitants are Thai Muslims, making up close to 5% (two million people) of 

Thailand’s population. “Thai-Muslims have a strong, distinctive ethnic identity that is 

tied to their Malay ethnicity, Malay language, and Islamic faith” (True, 2004, p. 9). 

Horstmann (2004) states that the landscape of southern Thailand and the northern part of 

peninsular Malaysia is characterized by extreme cultural complexity and ethnic diversity, 

incorporating influences from China, India, Persia, Turkey, and from the Middle East. 

Although Thai Muslims in five border provinces represent five percent of the total 

population of the country, they represent four-fifths of the total Thai Muslim population 

of the country. Over half of Thai Muslim in Southern Thailand are Jawi-speaking 

(Scupin, 1998;  Knodel, Gray, Sriwatcharin, & Peracca, 1999; Liow 2004). These 

provinces are Pattani, Narathiwat, Yala, Satun, and Songkla.  

Historically, the three provinces (Pattani, Narathiwat, and Yala) had a complex 

and long background. This region in the past was known as the Kingdom of Lagkasuka. 

However, the Kingdom of Langkasuka gradually disappeared and was replaced by the 

Kingdom of Patani (Teeuw & Wyatt, 1970). The Kingdom of Patani (or later called 
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Pattani, a province in the southern part of Thailand) in the past played a significant role in 

Malay Kingdom in the Straits of Malacca region (Rahimmula, 2004). It was known as the 

Islamic center in the region. Also, it was considered one of the important commercial 

ports for Asian mariners, especially those who sailed directly across the Gulf of Siam 

from the southern trip of Vietnam to the Malay peninsula (Teeuw & Wyatt, 1970). 

In the past, the Kingdom of Patani became the center of Islam in South-east Asia 

and it was believed that this kingdom was officially declared an Islamic state in 1457, 

comprising two major Muslim dynasties: the Patani Dynasty and the Kelantan Dynasty 

(Che Man, 1990). The Kingdom of Patani in the past linked the trading activities not only 

with the Arab countries, but also with Western countries. This caused the kingdom to 

grow both in population and in prosperity. It was once described as the important 

commercial center for Asian, as well as for European traders and finally become the 

largest and most populous of the Malay states on the peninsula (Yegar, 2002). Wyatt and 

Teeuw (1970) state that the Kingdom of Patani consistently played important economic 

and political roles in the affairs of the region. It also encouraged the commercial and 

political rise in the area. The prosperity of Patani promoted its freedom, independence, 

and sovereignty in the peninsular.  

However, this region generally was under pressure from all directions such as the 

Cambodian Empire of Angkor, the Burmese/Mon Empire of Pagan, the Cholas, Ceylon, 

and Java. Due to the prosperity of the Kingdom of Pattani, these empires wanted to 

intervene and control. In the past, the Patani Kingdom consisted of several states in its 

control. When it encountered interventions, the kingdom struggled to keep its 

independence and maintain sovereignty. Unfortunately, some states successfully 
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maintained its independence, but some lost control to other Empires (Wyatt & Teeuw, 

1970).  

 

The Movement of the Kingdom of Patani 

The prosperity and stability of the Patani kingdom lasted until 1729 when it 

encountered the outbreak of civil war, chaos, and a parallel expansion of the Thai 

Kingdom, occurring southward into its region (Wyatt & Teeuw, 1970). In the same year, 

the last ruler of Kelantan Dynasty, Sultan Alung Yunus was killed, however, the civil war 

in the region did not end but still lasted for a long period. Sultan Mohamad ruled Patani 

until it fell under Siamese control in 1786. Ever since the Kingdom of Patani has 

experienced alternate periods of independence and Siamese control (Che Man, 1990). At 

times when it was under Siamese control, Patani rulers generally accepted the status of 

vassals affording them a large measure of the local autonomy. However, they were 

obliged to send the Bunga Mas Dan Perak (gold and silver decorated flowers) that were 

dispatched annually, or every two or three years to the Siamese King as a tribute and a 

sign of loyality (Yegar, 2002). Whenever Thai Kings engaged in wars with Burmese 

invaders and at times that Patani rulers felt that they were strong, they always ignored the 

Bunga Mas Dan Perak. This happened when Patani rulers felt that Thai kings were weak 

and could not possibly afford to send an army to punish them (Yegar, 2002).  

For this reason, revolts against the Siamese to restore Patani’s sovereignty 

happened from time to time (Wyatt & Teeuw, 1970). After the Burmese lost the war in 

1785 and never invaded the Thai kingdom again, Patani was in the control of Siamese 

Kingdom again (Chintaviroj, 1974). However, Siam later encountered the expansion and 
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invasion of European power, especially the British and French government which were 

interested in occupying the Malay peninsular. The British pressured the Siamese to 

relinquish their Malay territories in Britain’s favor. Siam could not resist the power of 

Britain and finally initiated a negotiation on territories in 1902. Siam agreed to sign a 

treaty called “Anglo-Siamese Treaty” in 1909 and ceded some parts of Malay territories 

to British, consisting Perlis, Kelantan, and Trengganu, but refused to include Patani 

(Yegar, 2002). In this treaty, Siam was obliged to give up its sovereignty and Bunga Mas 

Dan Perak over those states. However, there was no change in Patani’s status which was 

recognized as part of Siam. A series of rebellions still erupted in Patani (Pitsuwan, 2000). 

Pitsuwan (2000) states that there was not ever power to govern this region peacefully. 

Through its historical background in this region, Thai Muslim people tried to maintain 

their independence, identity, and historical tradition and that is why chaos of unrest 

situations in this region have never completely ended (Pitsuwan, 2000). 

Faced with recurring rebellions, Siam decided to reduce Patani’s strength by 

applying a new administrative policy called “Changwat” (province) into the region 

(Suhrke, 1970).  In 1816 under King Rama II, Patani was divided into 7 provinces: 

Pattani, Nong Chik, Yaring, Saiburi, Yala, Raman, and Rangae. In 1906 under King 

Rama V, the number of provinces was reduced to four-Pattani, Yala, Saiburi, and 

Bangara (later Narathiwat). Until 1932, Saiburi was incorporated into Pattani as an 

“amphor” (district) (Albriton, 1999). Nevertheless, Thai Muslims in three provinces have 

not become socially integrated with the Thai Buddhist or with the Chinese. These Thai 

Muslims still subscribe to the Islamic faith and all follow Malay customs (Thomas, 

1975).  
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In contrast, not directly sharing the territory with the three provinces, people in 

Satun, which once was a district of the Malay state of Kedah, seem to be integrated 

smoothly into Thai society and have proficiency in Thai language. Satun is almost 

completely Thai speaking and only a small proportion of Thai Muslims there use or 

understand Malay or “Yawi” language.  Even in Songkla, where Thai Muslims constitute 

around one-fifth of the population, only a small minority is conversant in Malay language 

(Albrtitton, 1999).  

 

Unrest in Southern Thailand 

History of southern Thailand provides a very dynamic movement for a long 

decade for its independence. Compared with the past, southern Thailand at present is 

different in some characteristics. Nowadays, all people in the region are under the same 

constitution of Thailand having equal rights and religious freedom (U.S. Embassy in 

Thailand, 2005). However, the disparity, resistance, and prolonged struggle to remain 

independent in religion, language, and culture still exist (Liow, 2004). Knodel et al 

(1999) state that Thai Muslim people still maintain a strong sense of religion, and identity 

that has deep historical roots. They have their own distinctive sense of identity by virtue 

of their religion (Croissant, 2005). For Thai Muslim people, the differences in language, 

cultural affinities, and behaviors represent differentiations in life experiences of cultural 

context (Albritton, 1999). Additionally, geography and the transportation network in the 

region link Thai Muslims more closely with Malaysia than with Bangkok (Liow, 2004). 

Although Thai government increased economic plans to the areas, people still have low 

economic status. The Thai Muslims who spoke little or no Thai was in a poor position to 



 

 

 

46

advance in Thai society and the civil services because they lacked formal education  

(Suhrke, 1970). “Satun, Pattani, Yala, and Narathiwat are among the least developed 

provinces of the country” (Croissant, 2005, p. 27). The National Economic and Social 

Development Board (NESDB) reported that Narathiwat used to be the poorest province 

in the Kingdom a couple of years (King, 2002). Thomas (1975) remarks that while Thai 

Muslims in this region constitute the largest population group, they do not have a 

proportionately larger stake in the economy. Also, “the central government has not 

developed special programs to deal with the economic problems in the Thai Muslim 

provinces” (Suhrke, 1970, p. 545). People in the region claim that the administrative 

system “was imposed on Thai Muslims and even today it is not something that they feel 

comfortable with or fully understand” (Thomas, 1975, p. 10). Consequently, they 

encountered “the assimilation policy by means of socialization in line with Thai culture” 

(Rahimmula, 2004, p. 104).  Rahimmula also explains that, at the school level, for 

example, Thai Muslim people have a dilemma, due to the fact that they find if difficult to 

assimilate into the Thai identity by means of an education provided by the government.  

Especially in the regime of Pibul government, his educational policies created 

concerns for Thai Muslims students because they were not allowed to dress themselves in 

their traditional customs; and nor to speak “Yawi”, their traditional language when they 

went to schools. In addition, the Islamic laws regarding family and inheritance used in 

Southern border provinces with the approval of the King Rama V were cancelled in his 

government (Rahimmula, 2004). Rahimmula further states that later on the regime of 

Sarit’s regime, his government favored assimilation policies. Private Islamic schools 

were operated and controlled under the Ministry of Education. In addition, Thai language 
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learning was a prerequisite for those who attended primary education for the purpose of 

the unity of the country (Pitsuwan, 2000).  

 Based on the literature review, different cultures, religions, identities of Thai 

Muslim people as well as social and political issues lead to unrest problems in the region. 

Chalk (2001) states that unrest problems in the region derive from some basic factors 

such as insensitivity to local concerns, regional neglect, military repression, and the force 

of Islam. “Some violent incidents are attributed to corruption, the underground border 

trade and drug trafficking” (Sabur, 2005, p. 6).  Amnesty International (2006) explains 

the violent phenomenon in the region as follows: 

Political violence in Natrathiwat, Pattani, and Yala Provinces in the Thai Muslim 

majority far South of Thailand escalated sharply after a raid on an army camp 

there by an unidentified armed group on 4 January 2004. Since then more than 

1,000 people have been killed, including both civilians and members of the 

security forces. Attacks by armed groups have continued on an almost daily basis, 

as the authorities have struggled to address the violence by deploying 

significantly increased numbers of security forces in these provinces and 

enlarging their powers by enacting new security legislation. The conflict has had 

an extremely adverse impact on local people, as their ability to travel, trade, and 

work in safety has been greatly restricted, affecting almost all areas of their lives. 

(p. 1) 

True (2004) remarks that violence in Southern part of Thailand has been 

associated with the rise of post 9/11 radical Islamic fundamentalism and it linked closely 

to local criminal gangs, separatists, and police military rivalry. True also states that “the 
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government originally downplayed this violence, which has reached new levels of 

tensions and sophistication since January 2004” (p. 6). Sporadic violence has escalated 

into regular violence on a daily basis, and at present southern Thailand again is in another 

crisis (True, 2004). Although it is believed that that violence is attributed to local 

separatists with speculation of regional and international terrorist links, the government 

claimed that insurgencies in the Southern Thailand are the results of banditry of conflicts 

of interest, rather than politically motivated terrorism (McCargo, 2004). Overall, the 

Royal Thai Government maintains that the situation remains a domestic issue. (Postnews, 

2006). However, so far exactly who the terrorists are remains unclear (McCargo, 2004).  

Although it is not clear about the persons who are beyond the violence, the unrest not 

only impacts the local people and the economical system in the region, but also the main 

stream education system in the region which inevitably comes to a halt. Sabur (2005) 

explains how the unrest impacts on education as follows: 

Due to the Burning of schools, classes had to be suspended. Approximately 4,000 

school teachers, who are also common targets of attacks, demanded better 

protection and increased incentives to stay in their schools. Around 1,000 teachers 

have lodged requests with the Education Ministry for a transfer to a more secure 

region. (p.7-8) 

Since the unrest emerged in January 2004, some teachers also were killed in the 

region. BBC News (July 12, 2005) reported that teachers are government workers and 

become an easy target because they stay in local communities close to the villages. BBC 

News (November 23, 2004) also reported that teachers and students are scared to go to 

schools. Since some teachers in the region died, teaching unions in Pattani, Yala, and 
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Narathiwat called for a strike and suspended schools until their safety was guaranteed. 

Although the government provided guarded teachers convoys, it cannot guarantee that 

teachers will not become targeted. CNN News (September 13, 2006) reported that Thai 

teachers need to protect themselves. It also reported that school teachers in Southern 

Thailand protect themselves by carrying guns to schools although there are a lot of 

disputes about the appropriateness.  

In summary, Southern Thailand has a long and interesting history. It is a 

multicultural region encompassing diverse societies, cultures, identities, norms, and 

beliefs. Southern Thailand, especially the Kingdom of Patani in the past was a prosperous 

region because it used to be the trading hub and was known as a civilized religious Thai 

Muslim center.  The historical development of the region provides some insight into the 

present problems of the area. Currently, Southern Thailand is encountering unrest. Some 

people believe that the unrest links with the international terrorist organization, but the 

Thai government believed that the insurgencies stemmed from the conflicts of interest of 

people in the region. Nevertheless, the unrest not only impacts the people’s way of living, 

but also, the mainstream educational system in the region. Schools and teachers become 

targets of the terrorists.  

 

Principalship 

Within the Western literature, school principals are portrayed as particularly 

influential professionals in educational administration. They are ones with authority to 

make decisions about the operation of the school (Kimbrough & Burkett, 1990). 

Principals are administrators who allocate and withhold resources and information that 
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can make a difference (Drake & Roe, 1999). They remain key individuals as initiators of 

change, school managers, and instructional leaders (Fullan, 1991).  

For Thailand, education reform is a challenging task. Also, most of the effective 

and quality work has to be done and initiated at schools (Louis, 1986). In Southern 

Thailand, principals are facing a changing environment due to the impact of the unrest 

beginning in January 1999. For this reason, principals may face new challenges and roles 

in breaking through potential barriers and delivering quality education for their schools. 

The success of school administration, students’ learning, educational quality, and strong 

relationships and collaborations with communities intertwine with principalship 

(Lunenburg & Irby, 2006).  

However, the nature of principal work varies based on philosophies, cultures, 

beliefs and espoused values that school leaders hold (Ubben, Hughes, & Norris, 2007). 

Educational theorists have spent much time over the years to identify and consider what 

essential roles and leadership are important for school principals (Sergiovanni, 1991).  

This section provides a variety of leadership roles of principals including changes of 

principals’ roles in the twenty-first century.  

 

The Leadership Roles of Principals 

In the twenty-first century, it is important that principals clearly identify and 

understand their leadership roles. The leadership roles of school principals influence the 

effective school administration. Principal succession affects all who work in and with a 

school (Hart, 1993). “Principal’s leadership is crucial because they are uniquely situated 

to exercise some special skills of initiation, support, and visioning” (Lambert, 1998, p. 
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24). It is important that principals be aware of their leadership roles. School principals 

need to have a clear vision of the roles of the school in today’s complex world (Flanary & 

Terehoff, 2000). The effective leadership roles of school principals are to make positive 

differences in the lives of their learners, faculty members, and communities (Webster, 

1994). Principals who possess effective leadership skills know how to manage their 

administrative work, cooperate with teachers, parents, and communities, inspiring them 

to the mutual consensus of the organization. Ubben, Hughes, and Norris (2007) say that 

another key leadership roles of the leaders is to develop their visions, especially the 

vision of what should be and are encouraged to the resolution of important issues that 

concern them.  

Similar to the ideas of Sykes, King, and Patrick (2002), effective principals 

should possess a clear view of the past, present, and future school. They also need to 

possess visions in school administration. Principals’ visions and actions reflect what they 

are going to create or to be founded in their values and beliefs. By establishing a clear 

vision through collaboration with other stakeholders of the school, effective principals 

establish a bounding agent that holds members together as they work toward a common 

goal (Mackay & Ralston, 1999). Hyde and King (1992) add that today’s school principals 

must be effective not only in dealing with policy implementation, but also maintaining 

the daily operations of the schools and being responsive to changes. As managers of the 

schools, principals also have tasks in promoting the professional development of the 

faculty and support staff including the learning achievement of students (Kimbrough & 

Burkett, 1990).  
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While the above literature draws from Western literature on principalship, 

Bunyamani (2003) offers a similar portrayal for principals in Thailand. He asserts the 

critical roles of administrators in basic education consists of four main components 

including a) academic administration, b) financial management, c) staff and personnel 

administration, and d) general administration. In terms of academic administration, 

school leaders need to be experts in academic management, especially school curriculum 

and learning and teaching management. In terms of financial management, principals 

must possess leadership in financial administration, allocation, and evaluation. The roles 

of principals in terms of staff and personnel administration focus on staff and personnel 

policy development such as professional development, supervision, and evaluation. The 

last role of school administrators emphasizes administrative affairs, information and 

technology affairs, community relationship, and quality assurance.    

 It can be concluded that it is essential to define leadership roles for school 

principals. Principals will never achieve their functions and responsibilities without 

understanding leadership roles. Since the functions and responsibilities of the school 

principals become more complex, they may have to act out their leadership roles 

differently depending on their values, beliefs, the nature of their organization, and the 

nature of the problems or changes in their organizations. Literature in the next section 

discusses a variety of principals’ roles in their day-to-day administration.   

 

Different Roles of School Principals   

Kavanaugh (2005) says that principals’ roles in the twenty-first century differ 

from principals in the past. Principals’ roles in the past and at present may be different in 
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some aspects. It can be said that school principals in the past did not encounter complex 

tasks as principals today do. At present, “the role of the principals will vary from place to 

place, as a result of organization and community expectations” (Ubben, Hughes, & 

Norris, 2007, p.17). Their role is both intense and diverse (Lunenburg & Irby, 2006).  

Kavanaugh explains that, nowadays, principals work in a less bureaucratic system. In 

addition, schools strive to become more of a learning community. They need to perform a 

multitude of tasks within a short span of time during their administrative terms. Their 

administrative roles cover a wide range of situations and a variety of skills. The roles of a 

principal increase in complexity and challenge for their school administration (Matthews 

& Grow, 2003). However, scholars have defined roles of principals differently. Literature 

below provides some examples of different roles of school principals. Those roles are 

principals as managers of school curriculum and instruction and as facilitators. 

 Principals as managers of curriculum and instruction. An effective school  

curriculum and instruction is the heart of school administration. Students’ learning 

achievement depends on a schools’ good learning environment such as an effective 

school curriculum (Lambert, 2003). School principals, as the managers of the curriculum 

and instruction, must know the components of effective curriculum and effective 

instruction before attempting to help teachers with the improvement of their personal 

approaches (Webster, 1994). Principals can challenge themselves by thinking seriously 

about various activities and interactions, seeking to discover ways that further 

pedagogical purposes of their schools (Murphy & Beck, 1994). As managers of 

curriculum and instruction, school principals should be able to answer what the 

curriculum goals for each grade are, and what management plans for each goal can be 
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carried out. In addition, Tucker and Codding (2002) assert that principals require a deep 

understanding of the circumstances and the nature of an instructional system and 

assessments. Kavanaugh (2005) remarks that principals as instructional leaders will focus 

on responding to the needs of teachers and students, especially to the need for increasing 

their student achievement.  

  Principals as facilitators. Facilitative principals respect the abilities of staff 

members. They will also pay close attention to those staff members and acknowledge the 

value of maintaining a relationship that is more collaborative than directive (Dyer & 

Carothers, 2000). In facilitating staff members and students, principals will enhance 

motivation, self-esteem, security, and morale (Blase & Blase, 1998). McEwan (2003) 

states that teachers who see their principals as facilitators will feel more accountable for 

school administration, especially in terms of the students’ learning management. Rosser 

(1990) explains that as facilitators, principals must consider adopting styles that are most 

appropriate to the school and to their personalities. The recognized facilitator styles are 

those of initiator, responder, and manager. As an initiator, principals address visions and 

caring about what a good school should look like.  As a responder, principals are 

concerned with different perceptions of the school. And as a manager, principals are 

responsive to the needs of their teachers, initiate inquiries, and suggest changes for 

school. As facilitators, Goldring and Rallis (1993) state that it is critical for principals to 

facilitate teacher leadership in school. They state that there are five strategies to facilitate 

teacher leadership at school: a) principals need to motivate teachers to involvement, 

especially through establishing a problem solving climate, consensus building, and goal 

setting, b) principals need to provide opportunities for authentic participations, c) to 
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facilitate teacher leadership, principals need to enhance teacher contact and 

communication around issues that are being encountered by the school, d) essentially, 

principals need to provide their teacher with rewards and incentives to encourage teachers 

involvement in improving and maintaining the school, and e) principals need to ensure 

that necessary resources for their teaching are available and accessible to teachers 

(Goldring & Rallis, 1993).  

 In summary, school principals possess different roles and functions. Since 

teaching and learning is the heart of the school administration, the role of principals as 

managers of curriculum and instruction is critical. They need to know the nature of the 

instructional system. Another role of school principals is to be facilitators. The aim of the 

facilitation is to promote effective work as well as to respond to the needs of teachers and 

student. However, working in the changing world, with more complex tasks and with 

different groups of people, including higher expectations from stakeholders, principals in 

the twenty-first century are encountering changing roles. These changing roles have 

continued to press upon school principals. The literature below discusses the new roles of 

school principals in the twenty-first century. 

 

The Changing Role of Principals 

In the twenty first century, the roles of school principals have become more 

important. They have become more important because the work is much more complex 

than in the past. Principals have to deal with the high competition between traditional 

public schools, charter schools, religious schools, and private schools (Kavanaugh, 2005). 

Portin and Shen (2005) say that educational changes in the twenty-first century have 
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included new forms of school management and teacher empowerment. This also includes 

the calls for increased accountability in the school, and inevitably, it places the school 

principals in a precarious position to produce positive outcomes (Colley & Shen, 2005).  

For this reason, principals demand a more sophisticated set of skills and understanding 

than ever before (Lambert, 1998). Especially in the era of education reform, principals 

need to take on an ever larger role in the work of convincing and collaborating public and 

private sectors, parents, and communities to supports schools. “Even to the casual 

observer, the demands for educational reform and school improvement are apparent and 

loud” (Portin & Shen, 2005, p.179).  

According to the educational changes in terms of demographic, social, economic, 

political, and cultural issues, principals may take challenging new roles in exercising and 

administrating their schools. This section provides literature related to the changing roles 

of school principals in the dynamic of educational contexts.  

Principals and educational accountability. The increased calls for educational 

accountability have impacted and changed the roles of school principals (Shen, Palmer, & 

Crawford, 2005). Kavanaugh (2005) explains that the increase in accountability impacts 

principals because they are evaluated by student performance on the state achievement 

tests. The states and stakeholders desire schools to determine accountability and 

effectiveness through the use of testing programs that predictably verify if students are 

actually learning in their classroom (Daresh, 2002). As Murphy and Beck (1994) state 

“embedded in these calls for increased accountability are ideas about the types of 

standards by which principals should be judged” (p.5). Based on educational 

accountability, principals must ensure that the circle of accountability is complete 
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reflected by improvement in student learning outcomes (Hill, 2002).  Hill further writes 

that this needs to be reflected in processes for evaluating programs and monitoring the 

performance of the school. Duke, Grogan, and Tucker (2003) write that to promote the 

challenge of accountability, leaders need to monitor student’s achievement, coordinate 

and assist students, and supervise instructional improvement of schools.  

According to education reform in Thailand, promoting educational accountability 

is one of the most challenging tasks. Since the mindset of the reform is to produce 

educational quality to meet educational standards (ONEC, 2004), it is the main 

responsibility of the principals and their teachers to bring such quality to schools. 

However, it is not easy to do that because the quality of each school in different (ONEC, 

2001a).  

Principals and community collaboration. Schools are open systems that  

associate with different groups of people in the different environments (Morgan, 1997). 

Principals are members of the community and it is important that they cultivate a network 

of relationships with other members of the community in which they live. Prestine (1991) 

says that community collaboration is not just for developing collaborative and 

participatory decision-making, but also for maintaining the restructuring effort as a 

whole. School principals not only work with an internal community, for example school 

boards and parents and teachers councils, but also with the external community such as 

district boards, educational organizations, and national boards that influence an 

administration. Pierce and Stapleton (2003) recommend that if principals want parents to 

be an integral part of the school community, principals must make them feel comfortable. 

This phenomenon challenges principals’ responsibility in creating an environment to 
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assume a more public role, interacting with people, such as district leaders, alumni, 

policymakers and so on, in the wider community and society, forging links with the 

school and those groups of people (Chapman, 1999).  

For school principals in Southern Thailand, creating cooperation with community 

and parents is another challenging job. Based on the new NEA of 1999, related 

stakeholders are encouraged to help provide education and develop school quality 

(ONEC, 2002).  School management and administrative school work cannot move 

forward without help and support from those external stakeholders. Kimbrough and 

Burkett (1990) state that “establishing cooperative school and community relations is a 

complex task, but success in accomplishing this task is critical to the success of the 

school” (p. 98).  

 Principals and professional development. Professional development is another 

factor that enhances and strengthens school leaders’ knowledge and skills in 

administration. In the twenty-first century, it is another role of school principals to 

develop and increase their professional development. The issue of principals’ 

professional development received much attention during the late 1990s (Wong, 2004). 

For school leaders, a potential purpose of professional development is to develop 

organizational-specific knowledge and related skills that are necessary for their 

administration (Rodriguez & Gomez, 2005). Another purpose is to maintain currency for 

knowledge and skills that are rapidly changing, for example information on new research 

findings, and upgrading technological skills and competencies (Peterson & Kelly, 2002). 

However, not only principals need high educational attainment, but also teachers and 

faculty members. As Tucker and Codding (2002) state one of the most important issues 
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of the new curriculum for principals is to promote the professional knowledge and skill of 

the faculty. Knowledge and skills from professional development programs help foster 

the quality of administrative systems, promote principals’ life-long learning, and create 

effective school environments. Grogan and Andrews (2002) state that it is vital that 

principals “know about learning and professional practice to develop the structure of 

relationships within classrooms, schools, and school districts” (p. 234). As principals play 

important roles in school administration, professional development is regarded as a 

necessary factor in strengthening their effective administration.  

 Principals’ professional development impacts quality of school administration in 

terms of school quality and student’s learning. Principals can achieve and improve school 

quality through life-long professional development by learning to lead and leading to 

learn (National Staff Development Council, 2000). Snowden and Gorton (2002) write 

that professional development is essential in preparing school leaders for their role in 

leading and changing their schools. However, McCay (2001) recommends that 

professional development for school principals or teachers should be addressed 

developing qualities of active learning, reflection, and leadership.  

 Literature presents that professional development is essential for school 

principals. For principals in Southern Thailand, they need to become truly professional 

administrators. The OEC (2006a) says that some teachers require strong professional 

teaching skills. Consequently, they should be assisted and encouraged to expand their 

skills and their understanding of different types of knowledge and skills (OCS, 2002). It 

is the role the principals to help their teachers to close their knowledge gap and expand 

their professional skills.   
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Principals as driver of changes. One of the most challenging roles of school 

principals in the twenty first century is to create changes in school contexts. Hallinger 

(1992) notes that the shift role of school principals in the twenty first century is to be 

“change agent” or transformational leaders”. Although leading change is one of the most 

important, it is a difficult responsibility (Yukl, 2005). Yukl explains that efforts to 

implement organizational change are more likely to be successful if a leader understands 

the reasons for resistance to change, the sequential phases in the change process, as well 

as different strategies to bring change. To create changes, school principals need great 

efforts in depth and breadth as well as leadership skills. Fullan (1996) remarks that 

“leadership for change requires an internalized mindset that is constantly refined through 

thinking, and action, thinking, action, etc” (p. 710). He also writes that leaders for change 

must engage themselves in real situations, beginning to craft their own theories of change 

and persistently test them against new situations and against grounded accounts of others’ 

experiences. To create change, “a prime task of principals is to exercise leadership of the 

kind that results in a shared vision of the directions to be pursued by the school and to 

manage change in ways that ensure that the school is successful in realizing the vision” 

(Hill, 2002, p. 60). As a change agent, principals should learn to identify root problems 

and causes. They should learn to gather intelligence and formulate a plan on the basis of 

appropriate data, to set performance targets, select practical strategies, and develop sound 

implementation plans (Tucker & Codding, 2002).  Sergiovanni (1991) states that 

principals who are effective in implementing change in schools are team-oriented. He 

says that principals cannot make change alone, but they should work with other teachers 

and their assistants. Sergiovanni also states that educational changes rely on 
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communications, especially with staff members who share and shape the direction of the 

school and decide on the changes that schools need to go. Yukl (2005) addresses that 

before people agree with radical change, they need to have an explicit vision of better 

future that is attractive enough to justify the change they aim to reach.  

For principals in Southern Thailand, it is unavoidable that they are facing two 

kinds of changes. Firstly, they are facing the change of the educational administration and 

management, especially the education reform. Secondly, they are facing the change of 

their external environment due to cultural unrest. Based on the education reform, they are 

expected to bring quality education to their school (Chuwattanakul, 2001). Based on the 

cultural unrest, principals’ roles are to reconsider their administrative strategies and 

bridge their relationship with related stakeholders in order to seek solutions for 

alleviating the tensions in their schools, or promoting a better environment for their 

students’ learning (Gill, 2006).   

Principals and decentralization. In recent years, new responsibilities have been 

added to an already complex and demanding position of school principals (Kelly & 

Peterson, 2002). Kelly and Peterson say that those new responsibilities include 

decentralization of decision making to the school sites. Decentralization involves the shift 

of decision –making tasks to lower power levels. In a central system, decentralization 

means a shift in decision-making powers from central government to local administrative 

levels. The motivation behind decentralization is usually twofold: a) shortening the 

distance between the central government and local institutions school, and b) shifting the 

financial risks to the lower level of school administration (Karstanje, 1999). Advocates of 

decentralization to local level are based on grounds of increased efficiency, more 
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thoroughgoing equity, and greater participation and responsiveness of government to 

local citizens (Agrawal, Britt, & Kanel, 1999).  

However decentralization of authority and responsibility to local level may lead to 

challenges and problems. Chapman (2000) states that decentralization may bring the 

same old problems from the central government to the local level to cope with them. 

Decentralization sometimes leads to increased tension or confusion at the local level. 

Mawhood (1983) supports this idea and comments that decentralization is a word used by 

different people to mean many good different things, but it is difficult for practitioners to 

bring about. He further explains that decentralization may cause some chaos because 

some discrepancies of administration between the central and local level still exist. 

Consequently, local level can participate, but they do not have resources to allocate for 

their administration.  In addition, decentralization will place different demands on school 

principals because they have to surrender authority at the top level and have to assume 

greater authority and responsibility at the local level (Bray, 1996). In Thai contexts, 

schools and the RESAs are struggling with the decentralizing schemes (OEC, 2006b). 

The OEC reports that the top level-administrators and the RESA have not fully 

decentralized power or authority to schools. As a result, school principals may have to 

negotiate or act in different roles in working under the ambiguous environment.  

Principals as models. In Thai educational contexts, Thai scholars such as 

Kaewdaeng (2001) and Panich (2001) also recognized the changing roles of school 

administrators. For example, Kaewdaeng says that the most important role of school 

administrators in the era of education reform is to be good models, especially in 

understanding educational reform policies. School administrators must provide different 
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learning resources for students. They must focus on student-centered approach and 

facilitate teachers to design teaching and learning based on needs of students’ 

backgrounds and capacities. Another important role of school leaders is to establish 

connections with outsiders, especially related stakeholders. Kaewdaeng asserts that 

schools leaders must have networks with other schools to help develop school 

administration and management. He also emphasizes that school administrators must 

follow the new educational law and focus on the educational goals stipulated in the new 

educational act of 1999. Panich (2001) says that the heart of principals as models focuses 

on school-based management. He further explains that administrators must have initiation 

in developing schools. He suggests that school leaders do not need to follow Western 

perspectives, but they should develop their schools based on their experiences, school 

cultures, and Thai social contexts. He emphasizes that the most critical role of teachers is 

to develop the success of students. Also, they must bring happiness to teachers by 

promoting their professional development. 

The literature above illustrates that school principals in the twenty-first century 

are really encountering the new changing roles. If leadership is the key to successful 

change, it is a challenging task for school principals to make it happen, rather than merely 

responds to it (Gill, 2006). Since the school administration becomes more complicated, it 

is important that school principals possess strong leadership skills in working and 

operating under the changing environment. This study focuses on the nature of 

principals’ leadership in Southern Thailand in the era of education reform and cultural 

unrest. However, there are not many related literature reviews on Southern principals’ 

leadership in these two phenomena. For this reason, the brief literature review on 
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principals’ leadership in developing countries (which includes Thailand) will be 

discussed. After that, the Western perspectives on leadership used as prilimimary 

framework of this study will be provided.  

 

The Leadership of Principals in Developing Countries   

Dimmock and Walker (1998) write that literature on educational leadership and 

principalship is particularly intertwined with the social and organizational structure of 

educational systems in the Western world. However, the structure of educational systems 

differs across countries. In addition, educational systems are structured in very different 

ways. For international countries, contexts and societal cultures underpin the 

development of educational leadership, management, and policy (Dimmock &Walker , 

2000). Popper and Sleman (2001) say that “a significant potential source of variance in 

leadership perspectives lies in the content of pre-existing leaders prototype, in which 

culture plays a significant role” (p. 228). They further state that the leadership trait of a 

leader in one culture may be very different from other leaders in another culture. 

Hallinger, Walker, and Bajunid (2005) remark that the “value ends” that East Asian 

school leaders hold are shaped by religious and cultural traditions that differ from 

Westerners’ perspectives. Similar to Wong (1998), he agrees that the values ends, 

cultures, and traditions influence the nature of leadership in Asian school leaders. Heck 

(1996) remarks that due to the differences of contextual and cultural settings of schools, 

there is an emerging need to study school leadership comparatively. Literature review in 

this part aims to briefly present the nature of principals’ leadership, especially in the 

developing countries (e.g., Thailand, Malaysia, Hong Kong, and Kuwait) based on studies 
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and commentaries published in refereed journals of comparative education and of 

educational administration. Understanding the principals’ leadership across cultural 

settings helps us understand their core values that they hold in promoting and solving 

with their educational system.  

Pookayaporn (2002) says that leadership is a critical mean for school principals 

and teachers in Thailand in achieving the goals and the mindsets of the educational 

reform policies. Oumthanom (2001) studied the different perspectives of principals’ 

leadership behaviors in the era of education reform in Thailand. She found that three 

main characteristics of school leadership are: a) working on the challenging processes of 

the reform, b) inspiring a shared vision, and c) enabling other people in their organization 

to act based on the their mutual understanding. However, Hallinger and Kantamara 

(2001) found that although principals’ leadership was critical in implementing modern 

systematic reforms, the cultural dimension of traditional Thai schools and the 

bureaucratic educational system seemed to impede the reform processes. This problem 

produces tensions in the nature of change processes, values, and Thai norms rooted in the 

social culture of the country.   

Bajunid, bin Adul Gahni, bin Mansor, and Kandasamy et al (1996) discuss 

Malaysia educative leadership. In terms of school leaders, they suggest that principals or 

headteachers should possess leadership service in their nature. The roles of principals are 

to help others clarify their ideas about education and key values to be served. It is 

important that principals help everyone in the community to become more open-minded, 

to enhance the collaboration with community members. Based on school leaders, they 

must help others to live by religious principles, to cultivate a love of learning, and to 



 

 

 

66

develop the characters of teachers and students. Bajunid, bin Adul Gahni, bin Mansor, 

and Kandasamy et.al also further state that school leadership must also hold leadership 

service in helping school community to conduct strategic appraisals, identify strategic 

options, and make informed strategic decisions. Also, principals must recognize political 

leadership service, especially in helping a school community to accommodate the 

interests of stakeholders, legitimizing policies, and mobilizing resources, as well as 

gaining the support of influential people who can help protect school values. The last 

aspect that is also important is the cultural leadership service. Principals must help a 

school community to identify its unique identities and norms and to generate a sense of 

shared culture and promote commitment.  

Cheng (2000) studied the principals’ leadership in Hong Kong. He found that 

principals were weak in political and cultural dimension, moderate in human leadership, 

but strong in structural and educational aspects. He concluded that most principals in 

Hong Kong tend to be manager types. He also states that leadership programs in Hong 

Kong are developed in order to change principals from managers to leaders. Chui, 

Sharpe, and McCormick (1996) found in their study that there were five key leadership 

behaviors of principals in reforming quality of education. Those characteristics are: a) 

communication skills and values, b) professional development of teachers, c) 

empowerment of teachers, d) people orientation, and e) structural leadership. Law, 

Walker, and Dimmock (2003) found that Hong Kong principals’ values play a crucial 

role in principals’ problem-solving. Hong Kong principals’ values also influence their 

perceptions and the management of problems in their school contexts.  
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Al-Jaber (1996) states that school principals’ leadership in Kuwait is highly 

required in recovering school administration and management, especially after the Iraqi 

invasion of Kuwait. Schools, teachers, and principals were badly affected 

psychologically, economically, and socially during the war. He states that changes on 

school management depend on principals’ leadership and perspectives. After the war, 

principals’ leadership is expected to deal with many issues, for example: a) framing and 

accomplishing educational goals, b) providing effective school climate (e.g., safety and 

organizational maintenance, c) promoting staff’s professional development, d) dealing 

with students’ problems, f) developing school curriculum, and g) dealing with instruction 

and evaluation.  

We can conclude that the societal, traditional, and cultural contexts of education 

of the developing countries are different. Leadership, especially in developing country 

schools, is grounded in social and cultural values that differ in many ways from those that 

appear in Western societies (Hallinger, 2005). Social and cultural values of developing 

countries that differ from the West lead to differences in educational leadership and 

practices.  

 

Overview of Leadership in General 

It is difficult to define exactly what leadership really means and what components 

underline the nature of leadership. “Defining leadership has been complex and elusive 

problem largely because the nature of leadership itself is complex” (Daft, 1999, p.5). 

Mid-construct Research for Education and Learning (McREL) (2001) says that effective 

leadership is an essential component of the education reform efforts. But the McREL asks 
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“what are the characteristic of leadership that help create and sustain worthwhile 

reform?” (p. 1). Daft (1999) remarks that although the nature of leadership is 

complicated, much progress has been developed in understanding the essential nature of 

leadership as a real and powerful influence in organizations and societies.    

Kimbrough and Burkett (1990) state that leadership has been the issue of a 

substantial amount of research effort. Due to the importance of leadership, Pounder, 

Ogawa, and Adams (1995) write that research on the subject of leadership has long stood 

at the center of the academic work of educational administration. Leadership is very 

critical for the dynamics of the institution. It also enhances and promotes the success of 

the organization. In terms of the educational institutions, especially school environments, 

“leadership is a reciprocal process between those who aspire to lead and those who 

choose to follow” (Kouzes & Posner, 2002, p. 23). To balance understanding of 

leadership, it is important that we study its nature, elements, strategies and practices and 

how it makes up elusive quality. This section provides related literature review on 

leadership, especially organizational leadership developed by Westerners’ perspectives.  

 

Selected Western Perspectives of Leadership Informing the Study 

Through the years, “leadership is a subject that has long excited interest among 

people” (Yukl, 2005, p.1). Different scholars have studied different aspects of leadership 

according to their interests, rather than creating new theories or models (Grill, 2006). 

Also, scholars have approached the study of leadership, focusing on different 

perspectives and precepts mainly identifying roles and characteristics of leaders and 

followers (Covey, 1999). Most leadership approaches were developed by the Westerners.  
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This study will provide selected leadership perspectives developed by Westerners. Those 

leadership perspectives are transformational approach, transactional approach, 

participative leadership, and ethical leadership.  

 

Transformational Approach 

 The transformational approach has its roots in the work of James MacGregor 

Burns (1978). This approach was refined and operationalized by Bass (1985). Leithwood 

and Jantzi (2002) and their colleagues including other scholars applied this approach to 

educational administration and leadership. Transformational leaders create “a relationship 

of mutual stimulation and elevation that converts followers into leaders and may convert 

leaders into moral agent” (Burns, 1978, p.4). Transformational leadership focuses on 

change of an organization as a mutual commitment. Leithwood and Jantzi (1999) refine 

that “transformational leadership entails not only a change in the purposes and resources 

of those involved in the leaders-follower relationship, but an elevation of both--a change 

“for the better” (p. 28). Burns remarks that reform leadership is perhaps difficult and 

challenging tasks because transformational leaders have to deal with the changing of 

organizations and systems. Bass and his colleagues defined factors which represent the 

behavioral components of transformational leadership as including: a) inspirational 

motivation, b) intellectual stimulation, c) idealized influence, d) and individual 

consideration. Transformational leadership reflects followers’ strong personal 

identification with the leaders and a shared vision of the future, resulting in followers’ 

attitudes and behaviors that go above and beyond an exchange of rewards (Fields & 

Herold, 1997). Leithwood and Jantzi (1990) state that transformational leaders are 



 

 

 

70

problem solvers who can deal with problem conditions in many life circumstances. They 

also enhance individuals in their organization to expand capacities of problem solving. It 

is believed that transformational forms of leadership help shape educational conditions to 

foster and enhance positive changes in teaching and learning (Leithwood & Jantzi, 2000). 

With transformational leadership, subordinates feel trust, admiration, honesty, and 

respect toward their leaders (Yukl, 2005).  

However, transformational leadership has its specific distinction from 

transactional leadership. Burns (1978) conceptualized components to distinguish 

“extraordinary” or transformational leadership from “ordinary” or transactional 

leadership (Barnett, McCormick, & Conners, 1999). Burns says that for transformational 

leaders, they raise subordinates’ consciousness level about the importance and value of 

designed outcomes and strategies and ways of achieving them. To reach the satisfactory 

outcomes, Bass (1987) refined this concept that transformational leaders motivate and 

inspire their subordinates by 1) making them more conscious and aware of the 

importance of outcomes; 2) inspiring them to transcend their self-interest for the sake of 

the group, team, or organization; and 3) activating their higher need to produce effective 

outcomes.  In contrast, transactional leaders focus on an exchange relationship in which 

subordinate compliance (e.g. effort, loyalty, and productivity) is exchanged for expected 

rewards. Details about transactional leadership is provided below.     

 

Transactional Approach 

  Transactional approach is defined by Burns (1978) and Bass (1985). As stated by 

Burns, this leadership is originated from the formal leaders focusing on the exchange of 
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mutual benefits between the leaders and the subordinates. This approach focuses on 

leadership as exchange processes in which followers are rewarded for enacting a role to 

achieve mutual objectives. Clarification of task requirements and specifications of 

contingent rewards is the typical characteristic of transactional leadership (Bass, 1990). 

Transactional theorists believe that transactional leadership is based upon contingent 

reinforcement. Transactional leaders concentrate on the present and keep going on 

maintaining an organization running effectively and smoothly (Daft, 1999). By contrast 

with transformational leadership, transactional leaders often maintain quality and stability 

of the organization rather than promote changes. As Leithwood and Jantzi (1999) explain, 

transactional practices focus on ongoing work by emphasizing the basic needs of 

organizational members. Subordinates are performers who agree with the leader’s 

promises of reward or avoidance of punishment for enacting the mutual tasks. Leaders 

are persons who control and manipulate subordinates’ actions. Transactional leadership 

relies on top-down decision processes or the power to control followers and allocation of 

resources (Joseph, 1997).  

 

Participative Leadership 

  One of the different approaches that is important for school leaders who work 

with complex tasks and difficult decision-making processes is participative leadership. 

Silin, Mulford, and Zarin (1989) believe that a school’s effectiveness is proportional to 

the extent to which people participate in all aspects of the school’s functioning—

including policy decision-making processes, sharing a coherent sense of direction, 

interaction, and acknowledging the wider school community. Murphy and Beck (1995) 



 

 

 

72

write that participative leaders will help their subordinates to initiate and discover new 

challenges and opportunities including to learn through acquiring, contributing, and 

sharing with others. As opposed to autocratic/ authoritarian leaders, participative leaders 

consult with subordinates about decisions. Hughes (1994) says that participative leaders 

solicit their subordinate’s ideas and suggestions in problem identification and problem 

solutions. According to Somech’s research study, he found that participative leadership 

helped enhance school effectiveness. He also found that participative leadership 

enhanced teachers’ opportunities to uphold a sense of self-efficacy and self-determination 

(Somech, 2005). Yukl (2005) suggests that two important aspects of participative 

leadership are empowerment and delegation. A participative leader empowers his/her 

followers by involving them in the decision-making processes. A participative leader 

engages in delegation by giving a subordinate the chance to learn and work on specific 

tasks. Subordinates can learn how to achieve those tasks, deal with problems they may 

encounter, and find solutions for those tasks (Yukl, 2005).   

There are remarks about leadership in terms of allowing people to participate in 

the decision-making processes. For example, Davis (2003) says that people’s 

participation is more than simply sharing knowledge, communication, and information 

with leaders. Leaders should focus on common goals by sharing responsibility, authority, 

and accountability for achieving the mission. Hackman and Johnson (2000) notice that in 

order to allow followers to participate in decision making processes, leaders must have a 

clear agenda setting and an outline of the items to be discussed. They should listen to 

ideas or concepts, not just facts, and should be open-minded. They should focus on 

relationships between people including communicational patterns (Shields, 2004).  
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The above Western perspectives on participation are also recognized by Thai 

Scholars. Kaewdaeng (2001) says that the participation between school leaders and 

community members and other school networks are also important. He suggests that 

school leaders should establish relationship with different groups of people. Boonprasert 

(1999) agrees that the participation between schools and stakeholders should be promoted 

in school administration. Stakeholders should be engaged in processes of decision-

making and they should have a sense of belonging in developing their children.  

 

The Ethical Leadership 

In the context of education, ethical leadership is an important obligation for 

school leaders and teachers who have the responsibility of nurturing children in 

achievement growth and in becoming a moral person. As Leithwood, Jantzi, and 

Steinbach, (1999) affirm, the focal point of leadership focuses on the values and ethics of 

leaders who run the school administration. Especially for education reform, the moral 

imperative for educational leaders is to do right and create an environment in which 

effective teaching and learning can flourish and the quality education is successfully 

promoted (Sobol, 2002).  

Western views of ethical leadership. Starratt (2004) says that “ethics is the study 

of what constitutes a moral life; an ethics is a summary, systematic statement of what is 

necessary to live a moral life” (p.5). He defines that ethical leadership can be acted from 

the principles, beliefs, assumptions, and values in the leaders ‘espoused system of ethics. 

To become an ethical leader, school leaders must be moral persons and have a sense of 

professional responsibility to their students and their communities. The fundamental 
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responsibility that leaders should emphasize is to be in charge of not doing bad things or 

harms to their students (Ever, 1999; Starratt, 2004). Starratt also writes that “educational 

leaders must be morally responsible, not only in preventing and alleviating harm but also 

in a proactive sense of what the leader is responsible as, whom the leader is responsible 

to, and what the leader is responsible for. Lunenburg and Irby (2006) show similar ideas 

with Starratt that principals must be concerned with philosophical concepts of ethics, 

such as rights, freedom, responsibility, justice, loyalty, and caring. Furman (2003) says 

that the basic moral imperative of schooling is to serve the best interests and needs of all 

learners. Everard and Morris (1996) expand the ideas of ethical leadership that to become 

ethical school leaders, they should constantly reflect on the ethics of their conduct. Evers 

(1999) says that one potential action to enact moral leadership is through the 

development of a code of practice. Leaders should prescribe appropriate conduct by 

initiating a set of written guidelines or rules. However, the demand of ethical leadership 

requires appropriate moral reasoning in explaining moral conduct. Teachers and leaders 

must be clear with their explanation of an ethical reasoning (Ever, 1999). 

Thai views of ethical leadership. In Thai cultural contexts, Wannapok (1998) says 

that ethics is also a critical tool for administrators. He suggests that administrators can 

apply Buddhist doctrines to enhance the effectiveness of organizations. Pornsirma (2000) 

says that there is a critical call in Thai society in promoting ethics and morals in school 

administration. Tongprasert, Somprasong, and Sriprasart (1993) write that in terms of 

Thai culture, Buddhist doctrines underline school administration. Buddhadasa Bhikkhu 

(1988) explained that dharma is a critical tool for human’s survival. He also believes that 

dharma is a “duty” that all people need to hold in minds. He suggests that human beings 
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should embrace dharma as an indispensable duty in a) earning for a living (e.g., by 

having honesty and responsibility) b) managing a good health (e.g., by avoiding alcohols 

and drugs), and c) associating with the society (e.g., by giving and having good 

communication with other people).  

Tongprasert, Somprasong, and Sriprasart (1993) say that there are different 

Buddhist doctrines that can be applied as ethical guidelines for school administrators. 

One critical dharma that can be emphasized in the context of school administration is the 

four godlike attitudes or four divine states of dispositions consisting of faithful love 

(Metta), compassion (Karuna), sympathetic joy (Mudita), and equanimity (Upekka). 

Phrarajchamuni (1992) explains that faithful love is the wish that all sentient beings, 

without any exception, be happy. Compassion is the wish for all sentient beings to be free 

from suffering. He further says that administrators who care and support others so that 

they are free from suffering are those who have compassion.  Sympathetic joy is the 

wholesome attitude of delight in the happiness and virtues of all sentient beings. 

Equanimity is the attitude of regarding all sentient beings as equals, irrespective of their 

present relationship to oneself. Equanimity also includes fairness in awarding and 

punishing followers (Phrarajchamuni, 1998).  

Tongprasert, Somprasong, and Sriprasart (1993) also say that another dharma that 

can be applied for school administration is “the tenfold code of the king” or 

“Todsapitrajadharm”. Tantivetchakul (2004) explained that King Bhumibol Adulyadej1 

                                                 
1 According to Tantivejchakul (2004), King Bhumibol Adulyadej initiated the word “the tenfold code of the 
king” when he ascended to the throne in 1946. He also delivered his speech that “I shall reign with 
righteousness for the happiness and benefit of the Siamese people.” “The tenfold code of the king” and his 
speech are always applied by Thai government officials as their ethical code of conduct in administrating  
and managing organizations.    
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initiated the term “the tenfold of the king” when he ascended to the throne.  

Tantivejchakul remarked that the term “the tenfold of the king” was initiated before the 

term “good governance” developed by Western perspectives. Tongprasert and others say 

that some of the codes are for example, giving, honesty, endeavor, and gentleness, etc. 

They explain that ethical administrators must give and support their followers without 

conditions. They must be honest to their work. To overcome problems and obstacles, 

leaders must have an endeavor. Endeavor or “Viriya: is effort, endurance, hark work, and 

being bear to difficulties (Buddhadasa Bhikkhu (1988). Buddhadasa Bhikkhu says that 

gentleness underlines the unity and also fosters relationship of people.  

 Another new ethical concept that emerged after the economic crisis and cultural 

unrest was also initiated by the Thai king, King Bhumibol Adulayadej. Tantivejchakul 

(2007) explains that the king suggests the term “Khow Jai (understanding), Kaow Tueng, 

(approaching), and Pattana, (developing) in solving current Thai social problems. 

Tantivejchakul further clarifies that “Khow Jai” means the ability in understanding 

society, demography, and people’ identities. He says that it is critical that people have to 

understand each other. “Kaow Tueng” means the ability in reaching and fostering 

relationship with each other. “Pattana” means ability in using intelligence to solve social 

problems. He remarks that “Pattana” or development should be conducted based on the 

mutual needs of the community people and without forces.  Similar to Krungthep Turakij 

(May 26, 2006) and Mata (2004) say that cultural problems in Southern Thailand should 

be solved by the king’s speech. They further state that people should be more involved in 

solving their problems.   
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How Does Related Leadership Literature Inform this Study? 

 It is important to review selected leadership literature in this study. Each selected 

leadership perspectives developed by Westerners can be a useful framework for my study 

in exploring the leadership challenges of school principals in the era of education reform 

associated with unrest. Since this study focuses on education reform and school 

principals’ leadership, selected leadership literature, as a preliminary framework, can 

help me explicate what leadership challenges schools principals in Southern Thailand are 

encountering. Also, the selected leadership literature can help me understand the nature 

of leadership that emerges from the phenomenon of education reform and unrest.  

I include transformational leadership in this study because it is one of the most 

important perspectives that can explain the leadership phenomenon of the school 

principals in Southern Thailand. School principals are working under the complex 

situations of education reform associated with unrest. In the context of education, 

transformational leadership, especially as developed my Burns, Bass, Leithwood, and his 

colleagues, is critical for school principals in breaking through the barriers that stem from 

those two issues. This approach can inform the study how school principals inspire, 

motivate, build school visions, and provide individualized support for their colleagues 

while they are working in the changing environment.  

Because education reform in Thailand is run under the bureaucratic system, it is 

important to include transactional leadership is in this study. Based on transactional 

leadership, exchange, award, or punishment are necessary means used in the bureaucratic 

system so that the leaders can maintain their quality and stability including the 

relationship with their followers.  
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Also, based on the new Constitution of 1997 and the NEA of 1999, all related 

stakeholders such as parents, alumni, community members, private sectors, and 

government institutions are encouraged in providing education. For this reason, it is 

important to include participative leadership in this study. Participative leadership can 

help me understand how school leaders work collaboratively with these stakeholders in 

decision-making, planning, and accomplishing their shared consensus.  Importantly, the 

Constitution and the new Act say that all Thai people shall be equally provided basic 

education and shall enjoy their right in education. For this reason, I include ethical 

leadership to reflect the roles of school principals in dealing with education provision in 

the region encompassing the diverse ethnicity as well as different economic background, 

people’s beliefs, cultures, and values. Ethical leadership can reflect how school principals 

in Southern Thailand enact their roles to care, be responsible and treat their students and 

teachers in school administration. This includes the ways they promote, care, treat, and 

understand other people’s identities in their diverse culture. I provide the ethical 

leadership perspectives developed by Westerners and Thais so that I can identify and 

distinguish what factors underline this kind of leadership in school administration. I 

believe that these selected literatures will help me understand the principals’ leadership 

challenges in the era of education reform and cultural unrest.  

Alternative views of ethical leadership are demanded because Western lenses 

were insufficient in offering insights into the nature of ethical leadership in Thai contexts, 

given different cultures, values, and religious backgrounds of people in the 

predominantly Buddhist nation. Further, the context of cultural unrest in predominantly 
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Muslim Southern Thailand demands further exploration of ethical lenses appropriate for 

this multi-ethnic region.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

80

CHAPTER THREE 

 
METHOD 

 
Introduction 

 This research study sought to determine leadership challenges that the public 

school principals face in the era of Thai national education reforms associated with the 

new Constitution of 1999 and the implementation of the National Education Act (NEA) 

of 1999. This study also examined leadership challenges that school principals 

encountered in the period of cultural unrest beginning January 2004 in the Southern 

border provinces of Thailand. Based on the leadership challenges, this study aimed to 

elicit the experiences, perceptions, and perspectives of primary and secondary public 

school principals about the convergence of the two phenomena (education reform and 

unrest) including their leadership in dealing with the challenges. Within the context of 

education reform in Thailand and unrest existing in the Southern border provinces, this 

study aimed to investigate three main research questions: 

1) What leadership challenges are school principals in Southern Thailand  

encountering in the era of education reform associated with the New Education Act of 

1999? 

2) What leadership challenges are school principals in Southern Thailand  

encountering in the period of cultural unrest beginning in January 2004? 

3) What is the nature of the leadership that emerges under these  

conditions? 
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 This qualitative research study was conducted by using grounded theory 

techniques (Strauss & Corbin, 1990) to understand the meaning of particular events of 

individuals emerging from the contexts of particular education reforms and the 

phenomena of unrest. Individual interviews were used to explore secondary public school 

principals’ perceptions, experiences, and perspectives on leadership challenges associated 

with the reform and unrest issues. Additionally, relevant documents such as school 

reports, manuals, and articles from official websites, especially the Ministry of Education 

were used to document and facilitate the processes of data analysis. This chapter 

describes the research perspectives, a critical examination of research approach, study 

design (setting and research participants, criteria for inclusion/ exclusion, and sampling 

procedure), data collection for the research study, data analysis, trustworthiness, and 

limitations of the study. 

 

Research Perspectives 

To conduct a research study, it is important that a researcher primarily understand 

the fundamental tenets and philosophy of an inquiry paradigm (Heppner & Heppner, 

2004). Heppner and Heppner (2004) address that understanding the basic tenets and 

philosophic underpinnings of an inquiry will help the researcher to select a particular 

paradigm such as research methods, questions, and purposes that best fit the particular 

area of the inquiry.  

Research can be divided into two traditions, quantitative research and qualitative 

research. These two categories are based on different philosophical foundations. Heppner 

and Heppner (2004) explain that, ontologically, all qualitative paradigms assume multiple 
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realities and are socially and individually constructed. Also, all qualitative paradigms 

assume epistemologically that the knower and the known are interactive and inseparable. 

Based on the philosophical foundations that underline qualitative research, it allows 

investigators to be frequently more open and more involved with a particular situation, 

contributing a better understanding of the social realities that exist in the real world. 

(Flick, Kardorff, & Steinke, 2004).  In contrast, quantitative paradigms assume the nature 

of reality as single, tangible, and fragmentable (Heppner & Heppner, 2004).  

Based on the different philosophical foundations, quantitative research and 

qualitative research have different methodological disciplines and unique inquiries. Also, 

quantitative research and qualitative research are based on different assumptions, and 

differ about research purposes and methods utilized by researchers (Johnson & 

Onwuegbuzie, 2004). Fraenkel and Wallen (2006) observe that “quantitative researchers 

usually base their work on the belief that facts and feelings can be separated, that the 

world is a single reality made up of facts that can be discovered” (p. 15). In contrast, 

“qualitative designs are naturalistic to the extent that the research take places in real 

world settings, and the researcher does not attempt to manipulate the phenomenon of 

interest” (Patton, 2002, p. 39).  

Based on the naturalistic paradigms, this qualitative research study focuses on 

understanding leadership challenges of public school principals who deal with the issues 

that emerge from the new Constitution of 1997, the NEA of 1999, and cultural unrest in 

Southern Thailand beginning in January 2004. This study also focuses on theorizing the 

nature of the leadership that emerges under those two phenomena. By looking at 
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principals’ logics of actions (Bacharach & Mundell, 1993; Larson 1997), principals’ 

leadership will be manifestly expressed based on evidence found in the study.  

 

A Critical Examination of Research Approach 

Qualitative Methodology 

  In an educational research study, investigators will choose qualitative methods to 

capture and understand the “realities” experienced by individuals living in a specific time 

and place (Lincoln & Guba, 1985). Furthermore, qualitative research is a situated activity 

that locates investigators in the world (Heppner & Heppner, 2004). Qualitative 

researchers believe that objective reality can never be fully understood or unfolded and 

that many possible ways of looking at realities exist. Since qualitative research has actual 

settings, researchers can enter and spend considerable time in a specific place to make 

sense and interpret meanings of individuals experiencing in a particular phenomenon 

(Denzin & Lincoln, 2000). Focusing on the natural settings, qualitative approach allows 

researchers to identify and understand what individuals do, why they do it, or how they 

do what they do (Heppner & Heppner, 2004). Based on the real context of a particular 

situation, researchers can provide rich description of the phenomenon by using different 

methods (e.g. observations, note-taking, audio-recording, and interaction with 

individuals) selected according to the nature of the study and research questions (Flick, 

Kardorff, & Steinke, 2004). Johnson and Onwuegbuzie (2004) write that qualitative 

researchers not only recognize the existence and importance of the natural or physical 

world, but also the emergent social and psychological work that includes cultures, 

language, ethnicity, human institutions, and subjective thoughts. They further say that 
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that qualitative research is an approach that is responsive to local situations, conditions, 

and stakeholders’ needs. 

Thus, based upon the nature of the qualitative research discussed above, it fits and 

matches the purposes of this study and is appropriate for the examination of leadership 

challenges of Thai public school principals in an era of education reform and cultural 

unrest. Qualitative research can allow me to identify and determine how the reform and 

the unrest impact and challenge the participants’ administration in their daily life. Also, 

by using rich data based on the participants’ own categories of meaning, I can understand 

the nature of the leadership of school principals emerging from the convergence of these 

particular phenomena. 

 

Study Design 

 This qualitative study was conducted using approach within the naturalistic 

tradition. Case studies are used in many situations to contribute our knowledge of 

individuals or related phenomena (Yin, 2003). Bogdan and Biklen (2003) say that multi-

site case studies consist of many sites or subjects rather than two or three in developing 

theory.  In multi-site case studies, such as this one, different sites were explored and 

compared mainly to provide insight into an issue, concept, or problem, and so on 

(Schwandht, 1997; Stake, 2003).  

In this study, semi-structured interview protocols were main tools to elicit 

principals’ perceptions, experiences, and perspectives about education reform and the 

socio-political unrest in the region. Using a grounded theory technique for data analysis, I 

mainly rely on individual interviews and relevant documents in articulating and 
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developing themes and theory of leadership challenges emerging from those data. In this 

study, data were analyzed using the constant comparative method (Glaser & Strauss, 

1967; Strauss & Corbin, 1990; Charmaz, 2006).  

In this study, I served as a key instrument. I spent time in the region almost three 

months from the middle of May to the beginning of August, 2006. Since I entered and 

spent considerable time in the region and at the school sites--talking and interacting not 

only with school principals but also with other stakeholders, I was better able to construct 

more descriptive explanations about a specific phenomenon of education reform and 

cultural unrest.  

 

Settings and Participants  

This study primarily focused on public secondary school sites in Southern border 

provinces (Narathiwat, Pattani, Yala, Songkla, and Satun). Pattani, Yala, and Narathiwat 

are located in high conflict areas (Zone A). Songkla is located in moderate conflict areas 

(Zone B). Satun is located in low conflict areas (Zone C). There were five school 

principals from Zone A. Three of them were from urban areas (A1urban, A2urban, and 

A5urban) and two were from rural areas (A3rural and A4rural). There were three school 

principals from Zone B. Two of them were from urban areas (B1urban and B3urban) and 

one was from suburban area (B2suburban). Zone C consisted of three school principals. 

Two of them were from urban areas (C1urban and C2urban) and one was from rural area 

(C3rural).   

The above categorization scheme (Zone A, B, and C) was developed based on the 

study of Jitpiromsri (2006). Jitpiromsri’s study revealed that violent incidents totally took 
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place 3,386 times in the region2 including Zone A (3,068) and Zone B (316 ). There was 

no report of violent incidents in Zone C, a largely Muslim province.  

Based on this assessment and for the purposes of confidentiality, I have divided 

the schools into three zones. Schools categorized as Zone A located in the most intense 

areas (high conflicts). Schools categorized as Zone B, areas were affected by the unrest 

moderately (moderate conflicts). Schools categorized as Zone C were the least affected 

by the unrest (low conflicts).  

Delimiting the scope of this case study on school principals in idiosyncratic 

contexts of Southern Thailand allow me to deeply investigate how participants respond to 

the reform agenda and the volatile situation in Southern Thailand. This study included 

eleven secondary principals from Southern border provinces of Thailand. Principals in 

this study come from two sources; the pilot project conducted in Winter 2005 and the 

larger project conducted in Winter 2006. Details about two sources are provided below. 

 Participants from the pilot project in Winter 2005. In the winter of 2005, I did a 

pilot study on “Leadership challenges of Primary and Secondary School Principals in the 

Era of Education Reform and Cultural Unrest”. The multi-site case studies pilot project 

was a part of my research internship. The purposive sampling technique was used in this 

pilot study. The participants of this pilot project consisted of six public school principals 

in Zone A, Southern Thailand. Those six participants were three primary school 

principals. Two of them were females (one Thai Buddhist and one Thai Muslim) and the 

other was a Thai Muslim male principal. Other participants were three secondary school 

principals. Three of them were Thai Buddhist males. I used five open-ended questions to 

                                                 
2 Due to the criteria of the site selection mentioned in Chapter 3, Narathiwat (Zone A) which is a part of 
Southern border province excluded in this study. According to Jitpiromsri (2006), there were violent 
incidents took place in this province 2,074 times. 
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interview those participants. The face-to-face interviews lasted one hour and a half at the 

offices of the school principals. According to this pilot study, I found that issues that 

challenged school principals in Zone A were curriculum development, resource 

management, and active participations from parents and community members. 

Additionally, all schools in Zone A encountered unrest.  The pilot study that I did in the 

winter of 2005 had a relationship with the larger project conducted in Summer 2006. 

 Participants from the larger project in Summer 2006. The qualitative research 

study conducted in the summer of 2006 is the full study aimed to investigate deeper 

insights and provide more understanding about the issues of education reform and unrest 

in Southern Thailand. In Summer 2006, I went back to Thailand to collect the data for the 

larger project supported by the Research Council of the University of Missouri-

Columbia. I interviewed 91 participants from eleven schools including one laboratory 

school under the jurisdiction of Faculty of Education, Southern University (pseudonym) 

in Southern Thailand. Those participants included parents, community members, teacher 

trainees, teacher supervisors, and university supervisors. 

In this full study, I focused on eleven public secondary school principals in the 

Southern border provinces. Five principals were from Zone A, three from Zone B, and 

three from Zone C. It should be noted that two public secondary school principals from 

Zone A that I interviewed in the pilot project were reinterviewed in this study. 

Semi-structured interview protocols were main tools to elicit principals’ 

perceptions, experiences, and perspectives about education reform and the socio-political 

unrest in the region. Related documents were examined and used to construct a 
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description of public school principals’ leadership challenges in the era of education 

reform and unrest.  

Criteria for participants’ inclusion/exclusion. These multi-site case studies focus 

on eleven public secondary principals in Southern Thailand. The criteria for choosing 

school principals in Southern Thailand as participants of this study were based on some 

theoretical considerations. First of all, they were considered to be key persons being 

engaged in the process of national education reform as well as affected by the unrest that 

emerged in January 2004.  

Other criteria to recruit school principals as participants of this study included a) 

participants’ school sites have association with the researcher’s institution, Southern 

University (SU) in terms that SU students do teaching internship at these schools or that 

the university provides academic services, b) the participants have at least five years 

experiences in the position of principalship in his/her professional career, c) principals 

are in schools located in Southern border provinces (Zone A, B, and C), and e) school 

sites must be under the jurisdiction of the Office of Basic Education Commission 

(OBEC), Ministry of Education.  

 However, this study excluded the principals from both Islamic and Buddhist 

private schools in the region. The reason for excluding these groups of participants was 

because some schools, especially Islamic private schools, have not fully implemented the 

education reforms policy since their focus is on religious study rather than the 

“mainstream” education. I excluded a laboratory school from the larger project in this 

study because it has different administrative system from other eleven secondary public 
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schools. This school is mainly administrated under the jurisdiction of the board of Faculty 

of Education, not the jurisdiction of the OBEC.   

 I chose Southern University (SU) as one of the criteria in this study for a number 

of reasons. First, founded in 1967, SU was the first university to be established in the 

southern region of Thailand. It was primarily set up with the purpose of extending 

opportunities for sustainable education to the Southern Thailand and thereby raising the 

educational standard and supporting the development of the region. Founded as the first 

campus among the diversity of cultures, societies, ethnicities, norms, and beliefs in the 

region, SU has played many significant roles in developing and ensuring the quality of 

education for people in different disciplines. Second, according to the education reform, 

SU also plays significant roles in terms of providing academic services for schools in the 

region. For this reason, the schools’ association with SU was taken into account in the 

study. Third, as teacher training institution, SU provided access to sites with multiple 

perspectives on reform—teacher trainees, supervising teachers, principals, and university 

supervisors. Lastly, since I worked for SU for many years and associated with people in 

the region, I was able to build rapport with them which is an important component in 

contacting and conducting effective interviews with my respondents.     

Sampling procedure. This study used purposeful sampling. It aimed to focus on 

secondary public school principals that permitted SU students to do the internship in their 

schools or SU provides academic services for their schools. I started the sampling 

procedure by contacting the Vice Dean of the College of Education (COE), at SU to 

obtain a list of school sites that allowed SU students to do internship in the academic year 

of 2006. The COE sent me the lists of school sites including school names, contact 
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details, numbers of SU students who have the teaching internship in each school, names 

of school supervisors, and names of SU supervisors.  

By examining the school sites, I found that SU sent students to do the teaching 

internship in all three zones, across four of the After the researcher identified the school 

sites, the next process was to select the principals to be participants in this study. Based 

on this purposeful sampling, principals were selected intentionally rather than on the 

basis of some random selection (Schwandt, 1997). Multi-site case studies are selected 

because “they are information rich” and illuminative, that is, they offer useful 

manifestations of the phenomenon of interest; sampling then, is aimed at insight about the 

phenomenon, not empirical generation from a sample to a population” (Patton, 2002, p. 

4).  

In selecting the participants and sites, I focused on maximum variation, such as 

school zone, school location, school size, principals’ gender, and ethnic-religious 

representation. Table 1 provides the information background of each school principal and 

school site.  

Table 1: Profile of Participants’ Backgrounds and School Sites  

Zone School  School type Size/Number 

of students 

Principals’ age Total Year in 

education 
Total Year in 

administrative 

position/Total 

year as a 

principal at 

school 
A 1 Urban Extra-large 

sized (2,043) 

54 33 10/2 

A 2 Urban Extra-large 

sized (2,995) 

48 27 13/1 
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Table 1: Profile of Participants’ Backgrounds and School Sites (Continued)  

 
Zone School  School type Size/Number 

of students 

Principals’ age Total Year in 

education 
Total Year in 

administrative 

position/Total 

year as a 

principal at 

school 
A 3 Rural Medium-

sized (858) 

51 30 16/4 

A 4 Rural Small-sized 

(470) 

51 30 11/4 

A 5 Urban Extra-large 

sized (1,996) 

51 30 26/3 

B 1 Urban Extra-large 

sized (4,200) 

51 30 20/6 

B 2 Suburban Extra-large 

sized (3,113) 

49 28 13/.5 

B 3 Urban Extra-large 

sized (3,475) 

52 31 14/8 months 

C 1 Urban Extra-large 

sized (1,950) 

52 31 11/4 

C 2 Urban Large sized 

(1,623) 

45 24 10/2 

C 3 Rural Medium 

sized (634) 

52 31 14/1 

 

In this study, school sizes and areas varied across each zone. Secondary public 

schools of 1-600 students were regarded as small sized, 600-1,200 students as medium 

sized, 1,201-1,800 students as large-sized, and more than 1801 students as extra-large 

sized. These criteria were adapted from the Department of General Education (1997).  

Based on these criteria, five secondary school principals were from Zone A—three of 
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them from extra-large sized schools located in urban areas (A1urban, A2urban, A5urban) 

and one from a medium-sized school located in a rural area (A3rural) and another one 

from a small-sized school (A4rural). Three secondary school principals were from Zone 

B. Two of them were from extra-large sized schools located in urban areas (B1urban and 

B2urban). Another principal was also from extra-large sized school, but the school was 

located in a suburban area. Three secondary school principals were from Zone C. One 

was from an extra-large size school located in an urban area (C1urban). Another principal 

was from a large-sized school located in an urban area (C2urban). The last principal from 

Zone C was from a medium-sized school located in a rural area (C3rural).  

Although the researcher tried to recruit school principals from different genders 

and religions, it should be noted that the majority of school principals3 in the region are 

males and Thai Buddhists.  

   To recruit the participants and the school sites, I personally contacted each 

participant via telephone. I informed and asked them for permission to participate in the 

project. All of them were willing to participate in this study. Then I sent them 

information regarding the details of the projects, including the consent forms written in 

Thai (see Appendix B) and English (see Appendix C). All participants were later sent 

official recruitment letters written in Thai (see Appendix D) and the official consent 

forms in Thai and English approved by the Institutional Review Board (IRB) were sent to 

each participant by College of Education with the approval of the Dean of College of 

Education.  

 

 
                                                 
3 All principals in this study were from one of five Southern border provinces.  
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Data Collection 

To get rich description and understand the complexity of leadership challenges to 

public school principals in the era of education reform and unrest, I collected data from 

two main sources, individual interviews and relevant documents. Details about each data 

collection are described below. 

 

 Individual Interviews 

The individual interviews are primary method of data collection in this study. The 

interviews of the eleven public school principals were in-depth, semi-structured and 

taped-recorded. Seidman (1998) says that “the purpose of in-depth interviewing is not to 

get answers to questions, nor to test hypotheses, and not to “evaluate”…in-depth 

interviewing is an interest in understanding the experience of other people and the 

meaning they make of that experience” (p. 3).   

In this study, interviews were conducted face-to-face with school principals in the 

summer of 2006, from June 19, - July 31, 2006. Interviews lasted for an hour and a half 

and were conducted in Thai. Seidman (1998) states that 90 minutes is a good length for 

an interview, as it allows each participant to feel that they are being taken seriously. All 

interviews were personally conducted in the office of the principals allowing for privacy 

and a quieter atmosphere. All interviews were audio-taped with a reliable recorder and 

each participant was assigned a pseudonym to maintain confidentiality. Also, the 

researcher took notes along while the tape-recording the interview. Weiss (1994) states 

that “it is a good idea to take notes during the interview even though it is also being tape-
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recorded” (p. 56). All participants had a chance to review a transcript of the interview and 

comment on their responses.  

Another important task in doing qualitative research is to strike up sufficient 

rapport (Bosworty, Campbell, Demby, Ferranti, & Sanatos, 2005). Rapport can be 

established to gain entry into a setting. Strong rapport and relationship between the 

researchers and participants can help carry out the research (Gaglio, Nelson, & King, 

2006). My former relationship between some school sites in the region helped with the 

creation of rapport. As I worked as a university supervisor before leaving to study in the 

U.S., I contacted and had consistent interactions with some school principals who 

participated in this study. Informal communications with participants also helped to 

promote rapport.  I also established rapport by expressing my appreciation to all 

participants and gave them souvenirs for their time and participation in the study.  

Interview protocols. The interview protocols, presented in English and Thai (see 

Appendix E and F) were drawn directly from the literature. The interview protocol 

consisted of specific sets of questions intended to elicit the perspectives and experiences 

of school principals especially in terms of their involvement and engagement in the 

national reform and their perceptions on the cultural unrest.  

The questions in the interview protocol focused on the educational background of 

each participant and a description of school their context. Then principals were asked 

their perceptions and perspectives about education reform and the unrest issues, including 

the challenges they face in regard to two issues. This includes things that are going on 

well in their school contexts. Inquiries to deal with their challenges were asked after they 

talked about their experiences about education reform and unrest. Lastly, the questions 
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were aimed to elicit their perspectives on leadership that emerge under the two 

phenomena.  

The actual interview ranged from 90-120 minutes and the participants were 

allowed to speak as long as they wished on every topic. The questions in the interview 

protocol allowed the researcher to note similarities and discrepancies among participants’ 

perceptions, experiences, and perspectives associated with the reform and cultural unrest. 

Because the interview protocol was translated from English into Thai, the researcher was 

aware to avoid using complex of terms or jargon in questions. Participants were allowed 

to repeat questions in case they did not understand them.    

 

Relevant Documents 

In this study, I collected and used relevant written and electronic materials related 

to the focus of this study from various sources. Such materials were school manuals, 

reports, and school news. I also used data from official websites of the Ministry of 

Education (MOE), Thailand. The written and electronic materials from the websites of 

the MOE include information about the national education reform policies, official 

statements, and educational acts.  These materials were used to document and make 

explicit values and ideals that characterized the national reform or cultural unrest in 

Southern Thailand. Such relevant materials were reliable artifacts used to triangulate 

findings from interviews. 
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Data Analysis 

The grounded theory techniques are developed for the purpose of studying social 

phenomena from the perspective of symbolic interactionism (Glaser & Strauss, 1967). 

Nusbaum and Chenitz (1990) state that “symbolic interactionism holds that human beings 

are acting rather than just responding beings and that human action is purposeful and 

based on the meanings that individual has for them” (p. 217).  

The grounded theory developed by Glaser and Strauss (1967) is a technique that 

uses a systematic set of procedures to develop an inductively derived grounded theory 

about a phenomenon or an event. As explained by McLeod (1995), the grounded theory 

provides investigators a set of analytic techniques representing procedures that are 

consistent with, or have been assimilated into, most other methods to qualitative research. 

Johnson and Onwuegbuzie, (2004) state that “the researcher can use the primarily 

qualitative method of “grounded theory” to generate inductively a tentative but 

explanatory theory about a phenomenon” (p. 20). Furthermore, “grounded theory can be 

used successfully by persons of many disciplines” (Strauss & Corbin, 1990, p. 26). This 

also includes some novice researchers who are attracted to grounded theory as an 

approach to qualitative enquiry (Priest, Roberts, & Woods, 2002).  

By generating and identifying the key elements of “education reform” and 

“unrest” phenomenon, grounded theory techniques can help me understand and reveal the 

rhetoric and realities of leadership challenges and the nature of leadership. Creswell 

(1998) states that based on organized procedures, the researcher generates an abstract 

analytical schema of a phenomenon or a theory that explains some actions, interactions, 
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or processes of the education reform and dynamics of unrest. This theory is grounded in 

data and built up from the bottom (Miller & Brewer, 2003).  

 The data analysis of this study primarily focused on eleven interviews with public 

secondary school principals. The data analysis processes were also complemented by 

using relevant documents of reform policies from the websites of the Ministry of 

Education, Thailand, reliable newspaper sources, and school documents. This includes 

data from the large project such as interviews with teacher trainees, school supervisors, 

university supervisors, community members, and parents. Data analysis was conducted 

using a grounded theory technique (Strauss & Corbin, 1990) in which a theory is 

generated through a series of steps. In this study, grounded theory techniques by which 

data are analyzed inductively uses two steps of coding procedures. As a novice 

qualitative researcher, these two steps of coding procedures were set as guidelines for me 

in analyzing the data. The two stages of data analysis are a) open coding and b) axial 

coding.  

 

Open Coding 

The first phase of data analysis allows the researcher to break down the transcripts 

into small, and discrete parts such as word, phrase, or group of sentence. This process 

also covered data from note-taking, documents and reform polices collected from 

different official resources. Working on the fracturing process, I examined for differences 

and similarities of data. In this study, the processes of fragmenting and coding were 

conducted using Microsoft Word processing program. At this stage, I employed “the 

constant comparative method” described by Glaser and Strauss (1967) and Charmaz 
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(2006). According to this method, I “establish analytic distinctions and thus make 

comparison at each level of analytic work” (Charmaz, 2006, p. 54). In this study, I used 

three steps in the constant comparative method of developing theory shown as follows. 

Comparing data within a single interview. At this step, I looked at  

events, phenomena and incidents associated with education reform and cultural unrest. At 

this stage, I also identified discrete concepts, which are the basic unit of analysis in 

grounded theory. When reading a transcript about the core concepts about education 

reform, cultural unrest, and leadership, I asked basic questions in my mind such as: What 

is the basis for this point of view? or Is there a specific concept or theme to which issues 

addressed by the participant relates? (Priest & Woods, 2002). 

Comparing data between interviews within the same group. Similarly to the first 

stage, I looked at events, phenomena, and incidents associated with education reform, 

cultural unrest, and leadership bringing up by participants from similar contexts. For 

example, I looked at perspectives of the public secondary principals from the big-sized 

schools, principals from the urban areas, or principals from the same province. In this 

stage, I identified how participants from the similar contexts shared their experiences. Do 

perspectives of participants whose school is located in a similar environment hold similar 

beliefs? Each concept then was defined in terms of a set of discrete properties and 

dimensions to add to clarity and understanding about specific contexts.  

 Comparing data from different groups. In this step, interviews from two different 

groups were compared with regard to the experience of a specific phenomenon. This 

process also included different data from the official resources, such as policies and 

statements from the MOE. For example, comparisons of principals’ perspectives on 
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education reform associated with the unrest between zones, (Zone A with high intensity 

of unrest and Zone B with moderate intensity of unrest, and Zone A with high intensity of 

unrest and Zone C with low intensity of unrest) were analyzed.  

 Strauss and Corbin (1990) state that the ultimate purpose of utilizing these 

procedures is to allow a systematic, dense, explanatory, descriptive theory to be 

developed. They further state that coding procedures in the three stages does not 

necessary follow in sequence. It can move between different forms of coding. Under 

these procedures, I made decisions about which initial codes make the most analytic 

sense to categorize data incisively and completely (Charmaz, 2006). 

 

Axial Coding 

 After I fragmented the data and identified first level concepts and categories, axial 

coding was the next step to relate categories to subcategories. This step specified the 

properties and dimensions of a category and reassembled the data that had been fractured 

during open coding to give coherence to the emerging analysis (Charmaz, 2006). As axial 

coding proceeded, patterns in the data became apparent and it was possible to generate 

hypothesis or statements of relationship between particular phenomenon (Priest, Robert, 

& Woods, 2002). The step after this was to verify statements if they held true against the 

rest of data collected. However, Strauss and Corbin (1990) point out that this stage is not 

simply about seeking confirmation of relationships, but also looking for instances where 

there are variations and contradictions in the data. 
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Researcher as a Key Instrument and Learner 

 Qualitative literature suggests that it is important researchers be aware of their 

role in the process of conducting a study. As qualitative researchers, their roles need to be 

clearly defined. Glesne (1999) suggests that researchers are active participants in the data 

gathering process. They may find themselves functioning in a variety of roles based upon 

problems and research procedures, their own characteristics, and personal attributes of 

research participants. Glesne further states that two main roles of a researcher are 1) role 

as a key instrument in the research study; and 2) researcher as learner. In this study, I 

acted as both of these two roles.  

As a research instrument, I used my past experiences and personal background to 

complement this study. I am from Phatthalung, a peaceful and small province that is 

approximately 95 percent Thai Buddhist. In 1989, I studied at Southern University (SU) 

located in Pattani province where about 80 percent of the population is Thai Muslim. I 

got a BA degree from there in 1993.  At the end of 1993, I started to work as a secondary 

teacher at a laboratory school of the College of Education, SU. During my teaching at the 

school, I had opportunities to formally and informally interact with schools, teachers, and 

principals in the region. As a university scholar and a university supervisor, I also had a 

chance to work with the schools and communities.  In 1999, schools around the country 

began to implement education reform policies. As I worked on the reform 

implementation, I found that schools faced many ambiguities and challenges before 

achieving their reform. In 2003, I came to the U.S. to do a Ph.D. in Educational 

Administration at the University of Missouri-Columbia.   
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In this study, my past experiences influenced my choice of my research topic and 

the method of the study. I formulated an idea for my research project as I was studying 

leadership theories, educational policies, and qualitative research. I was very interested in 

education reform because I thought that it was a new thing happening in my country. It 

may be similar to the reform in many countries, but some contexts of the reform in 

Thailand may be different from other countries on various issues such as school 

environments educational systems, and other educational factors. 

As a researcher as an instrument in this study, I recalled back to my past 

experiences, especially the environment in the region before and after I left Thailand to 

the U.S. When I went back to collect the data in the winter of 2005 and the summer of 

2006, I was embedded and paid a great attention to participants’ perspectives, 

perceptions, and experiences relating to national education reform issues and cultural 

unrest.  

As a learner, I divided my personal experiences into two perspectives: a) as a 

former insider who used to be a teacher and an administrator involving in the national 

education reform in the region, and b) as an outsider who is studying in a Western 

university and doing a research study on education reform and unrest. As a learner, I 

listened to, talked, and learned from participants. Self-monitoring by comparing and 

contrasting my own personal knowledge with the participants’ responses was also used. 

These strategies allowed  me to see similarities or discrepancies of information among 

participants. Glesne (1999) states that having this sense of self from the beginning of the 

study is critical and useful. It helps researchers reflects on all aspects of research 

procedures and findings. 
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Trustworthiness 

 Quantitative researchers and qualitative researchers set different criteria on 

judging the quality or goodness of a research study. For quantitative researchers, they 

take good care to address issues of internal validity, external validity, reliability, and 

objectivity. For qualitative researchers, they established criteria and procedures that are 

appropriate for the nature of naturalistic investigations (Schwandt, 1997).  The term 

“trustworthiness” is defined to substitute the term validity and reliability (Seidman, 

1999). Primarily drawn from the idea of Lincoln and Guba (1985), this term consists of 

four criteria: credibility, transferability, dependability, and confirmability. 

Trustworthiness is this study was enhanced by the following processes: 

 

Prolonged Engagement in the Field 

Prolonged engagement is a strategy that use extended amounts of time to achieve 

certain purposes such as learning the culture or building trust with the participants 

(Lincoln & Cuba, 1985). In this study, I promote the prolonged engagement strategy by 

allowing enough time for prolonged sessions with participants. I was in multiple schools 

for hours and had informal chat with and listening to the participants, which led them to 

express more ideas and a great variety of the end of interviews. Since I previously 

worked in the region as a scholar and supervisor at my university before leaving to the 

U.S., I know several schools very well and also had prior interactions with principals and 

faculty staff. This relationship allowed me the access necessary to achieve the prolonged 

engagement with the participants and school sites. Additionally, it also built trust between 

me and the participants during the process of data collection. Having official letters 
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approved by the Dean of the College of Education helped guarantee that this study was 

conducted for academic purposes, convincing participants of the legitimacy of the study.   

   

Peer Debriefing 

 As a new researcher in the field of qualitative research, working with 

professionals outside the research contexts and with those who have some general 

understanding of the study were appropriate procedures for credibility (Schwandt, 1997). 

In this study, I did the peer debriefing by sharing and listening to ideas with my peers and 

colleagues which included a research group of professors and graduate students that I met 

with weekly.  

 

Triangulation of Data Collection 

Another strategy used to promote credibility was the triangulation of data. The 

triangulation of data is a strategy that researchers use multiple sources of data in the study 

of phenomena (Seale, 1999). Denzin (1978) says that triangulation involves including 

diverse sources of data, so that researchers seek out instances of a phenomenon in several 

different settings. “The central point of the procedures is to examine a single social 

phenomenon from more than one vantage point… It is a procedure used to establish the 

fact that the criterion of validity has been meet” (Schwandt, 1997, p. 163). In this study, I 

used individual interviews, observations, written documents from each school site 

including electronic document from the official website of the Ministry of Education, 

Thailand. Using various kinds of data helps theory generalization fits and work well 

(Glaser & Strauss, 1967).  
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Member Checking 

 Lincoln and Guba (1985) describe that member checking is the most important 

technique for determining credibility in a study. Member checking is a procedure that the 

researcher takes data and interpretations back to the participants. In this study, I shared 

interview transcripts, analytical thoughts, or drafts of the final reports with participants to 

make sure he/she is representing them and their ideas correctly (Glesne, 1999). Member 

checking reassures the accuracy of the participants’ constructions (Cho & Trent, 2006) 

and helps confirm the credibility of the information and narrative accounts (Creswell & 

Miller, 2000). In this study, I allowed participants to check their Thai interview 

transcripts before translating into English. After I translated the Thai interview transcripts 

into English, they were proofread by native speakers and rechecked again by the advisor 

and the co-advisor. This process helped add accuracy and richness to a final report. 

 

Ensuring Translation Accuracy 

To ensure the translation accuracy, I carefully relied on systematic steps. First of 

all, all interviews were recorded on a reliable MP3 recorder. Then, the interview 

audiotapes were transcribed from spoken Thai to written Thai by professional 

transcribers. After the data were transcribed, I checked it again before translating it into 

English. The English transcripts were then checked and proofread by an English native 

speaker. To ensure the validity of the translation, the written English translation (see 

Appendix H) was converted into Thai (see Appendix I) by professional and then it 

compared with the original Thai transcript (see Appendix G). These were parallel 

processes to meet the translation accuracy and validity.   
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Limitations of the Study 

 This qualitative study can create limitations in several forms. Limitations define 

the boundaries of a study and identify ways in which the findings may lack 

generalizability. This study focused primarily on educational policies associated with the 

new Constitution of 1997 and the new Education Act of 1999. The focus of this study 

was eleven secondary public school principals in the South of Thailand. I tried to 

promote sample balance and diversities in terms of gender, religions, and educational 

levels, but there were no primary school principals include in this study. It also excluded 

private Islamic schools located in the region. Excluding school principals from private 

Islamic schools may not allow me to see principals’ perspectives and experiences from 

those leaders. In this study, out the eleven participants, there were only two Thai Muslims 

and all of them were males. The overall sample may not be representative of the 

population in the region. Due to the unequal representation, the results may not be 

generalizable to other school types (primary schools, private schools, and Islamic private 

schools) and school principals. This study examined the principals’ perspectives, 

perceptions, and experiences from education reform and cultural unrest. This includes 

their logics of action from the two phenomena. The findings may not necessarily be 

representative of the perceptions, experiences, perspectives, and logics of actions of 

public secondary school principals in other regions.    

In this study, I used grounded theory techniques in analyzing the data. Although 

grounded theory techniques offers some advantages as discussed in the critical 

examination of the researcher approach, it has some limitations. For example, this 
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technique requires high levels of experiences and acumen on the part of the researcher 

(Davidson, 2002). 

  

Chapter Summary 

 This chapter described a research study that examined the eleven public 

secondary school principals’ leadership challenges facing in era of the Thai national 

education reforms associated with the new Constitution of 1999 and the implementation 

of new National Education Act (NEA) of 1999. This study also investigated leadership 

challenges that school principals are encountering in the period of cultural unrest 

beginning January 2004. The research goals mainly aim to explore the participant’s 

experiences, perceptions and perspectives about the convergence of the two phenomena 

(education reform and unrest). This includes the principals’ leadership in dealing with 

challenges and the nature of leadership that emerges under the phenomena.  

 The study was conducted using the qualitative approach (multi-site case studies) 

within the naturalistic tradition. Individual interviews were the main tools used to obtain 

the principals’ leadership challenges associated with the education reform and the unrest. 

Relevant documents and interviews with other participants from the larger project (e.g. 

community members, parents, and university supervisors) were also used to elucidate the 

particular phenomena related to the education reform and unrest issues. All data were 

analyzed by using grounded theory techniques. Based on the grounded theory techniques, 

keys elements of education reform and unrest were identified and analyzed through a 

series of steps that proceed from coding of data to the articulation of theory that emerged 
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from the data. In this study, trustworthiness was enhanced by prolonged engagement, 

peer debriefing, triangulation of data collection, and member checking. 
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CHAPTER FOUR 

 
LEADERSHIP CHALLENGES FROM EDUCATION REFORM 

 
Introduction 

Education reform in Thailand was initiated in order to respond to the changing 

world and globalization, especially because of rapid changes in politics, economics, 

society, and science and technology (ONEC, 2001a; Fry, 2002). The education reform 

aims to promote many educational issues, such as educational competitiveness of the 

country, learning achievement, and learning opportunity for its citizens (Pittiyanuwat & 

Anantrasirichai, 2002).  

According to this reform, the New Educational Act of 1999 was developed as a 

legal framework and national policy. According to the Office of the Education Council, 

education reform in Thailand focuses on reforming learning and teaching, reforming 

teachers, reform of basic educational curriculum, and reforming the educational 

administration and management systems (OEC, 2004). For example, the reform of 

educational administration and management systems focuses on the efficiency of 

educational administration. Educational organizations are restructured. The new 

administration and management systems aim to promote autonomy and decentralization 

to local institutions and schools. In addition, related stakeholders are expected to be a part 

of educational provision (ONEC, 1999a). Teachers reform focuses on the development of 

teachers’ professional development. Learning and teaching reform emphasizes the 

promotion of students’ learning potentials including teaching and learning strategies that 

enhance students learning achievement. The reform of basic education curriculum is a 
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reform of the new national curriculum focusing on contents, standards and authentic 

evaluations.  

 In reforming Thai education, school principals are key stakeholders who play 

significant roles in implementing educational policies.  Since the reform is a new and 

complex task and time-consuming, principals may encounter new leadership challenges 

in dealing with complicated educational policies. In addition, as stated in the introduction 

chapter of this study, principals in Southern Thailand are also dealing with the cultural 

unrest emerging in January of 2004. The unrest may increase leadership challenges in 

dealing with potential harm and damage. Principals may need new demands or practices 

in dealing with the convergence of these two phenomena.  

 

Brief Contexts of Schools in Southern Border Provinces in Thailand 

Public secondary schools in Southern Thailand, which varied in school sizes and 

locations, were chosen as sites for this qualitative study. Since this study used a grounded 

theory method, using multiple-site across provinces and schools was necessary for the 

researcher to see commonality and difference of each site which is an incentive in 

articulating theory.  Thus, it is important to provide a brief background of each setting, 

school site, and the brief background of participants in this study.  

This study focused on eleven public secondary school principals in Southern 

border provinces4 of Thailand. Each secondary school principal was professional and 

                                                 
4 The Southern border provinces consist of five provinces, which consist of Pattani, Yala, Songkla, Satun, 
and Narathiwat. Due to the criteria of this study as mentioned in Chapter Three, Narathiwat was excluded 
in this study.  All names in this study are pseudonyms for the purpose of confidentiality. To help readers 
remember the settings of this study, the school zone, school no., and school location will be provided 
together for example “A1urban” means a school that was located in a high conflict area (Zone A), school 
number 1 in an urban area. More details of the characteristics of Southern border provinces and public 
secondary school sites as well as participants of this study are provided in Table A and Appendix A. 
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their total year in principalship ranged from eleven to twenty-six years. As discussed in 

the literature review, principals in this study came from different religions (e.g., 

Buddhists and Muslims), areas (rural, suburban, and urban), and school zones and levels 

of conflicts (Zone A (high), B (moderate), and C (low) (see Table 1).  There were five 

school principals from Zone A (A1urban, A2urban, A3rural, A4rural, and A5urban) 

which experienced higher levels of violence. There were three school principals from 

Zone B. (B1urban, B2suburban, and B3urban) which faced moderate levels of violence. 

Zone C consisted of three school principals. (C1urban, C2urban, and C3rural) 

experienced low levels of violence.    

 

Public Secondary Principals’ Leadership Challenges in Southern Border Provinces 

Education reform in Thailand was initiated due to the political, economic, and 

social changes. In reforming Thai education, the NEA of 1999 was developed as a legal 

framework to bring educational quality to Thai citizens. At school level, principals were 

expected to implement educational reform policies to meet the mindsets and goals of the 

reform as stated in the new Act. Thus, the NEA of 1999 and new educational 

development schemes created leadership challenges for school principals as well as their 

stakeholders in achieving educational goals, promoting educational quality and 

educational accountability. In the context of education reform, it was apparent that the 

leadership challenges of school principals in Southern Thailand were influenced by the 

complexity and overwhelming tasks in dealing with the elements of the reform.  

This following section presents leadership challenges of school principals in the 

Southern border provinces in the era of education reform. The focus of this section 
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mainly discusses leadership challenges emerging from educational reform processes. As 

found in this study, public secondary principals in Southern Thailand showed both 

similar and different perspectives and comments about leadership challenges in the era of 

education reform. According to this study, consistencies and varieties of perspectives 

about education reform among principals appeared across provinces and school sites. In 

this study, variation in school settings, principals’ educational experiences and their 

espoused values, and current environmental conditions, especially the impact of the 

unrest provide a lens to examine these perspectives and comments. This section presents 

overall picture of principals’ experiences, attitudes, perspectives, and comments that they 

encountered in the period of education reform. Key quotations are selected to support the 

phenomenon of each individual’s experiences. This study revealed that principals in the 

era of education reform were challenged in three different educational aspects including:        

a) working in the new administrative structure and management systems, b) dealing with 

financial management, and c) dealing with challenges in working with parents. Evidence 

and details of leadership challenges are provided and discussed below.   

  

Restructuring School Administration and Management Systems    

 The administrative structure of basic education (primary and secondary) before 

and after the reform was different. Before education reform, primary and secondary 

schools worked independently (see Figure 1). Primary schools worked under the 

jurisdiction of the Office of the Primary Education Commission (OPEC) where 

secondary worked under the jurisdiction of the Department of General Education (DGE). 

Later, these two educational levels were restructured and worked into the same 
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jurisdiction based on the new administrative structures and management systems (see 

Figure 2) which was a part of education reform scheme (ONEC, 2001a). As the ONEC 

(2002) says, “the reform of educational administration and management is based on the 

principle of unity in policy and diversity in implementation as well as decentralization of 

authority to educational service areas, educational institutions and local administration 

Figure 1: Administrative Structure and Management Systems of Basic Education Before  

Education Reform5 
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5 Adapted from “Education in Thailand 1999,” by the Office of National Education Commission., 1999  
 p. 31.  
 

Provincial General 
Education Offices 

(PGEO) 

Provincial Primary 
Educational 

Commission (PPEC) 

District Primary 
Educational Offices 

(DPEO) 

Ministry of 
Education (MOE) 

Office of Permanent 
Secretary (OPS) 

Office of the Primary 
Education  

Commission (OPEC) 

Dept. of General 
Education (DGE) 

Secondary Schools Primary schools 



 

 

 

113

organizations” (p. 27). After the reform of administrative structure and management 

systems, the Regional Educational Service Area (RESA) was one of the main 

organizations established in coordinating, supporting, and overseeing the administration 

of the (primary and secondary) schools under its jurisdiction (ONEC, 2000a). The 

country is currently composed of 175 educational service areas (ONEC, 2002). For  

Figure 2: Administrative Structure and Management Systems of Basic Education After 

Education Reform6 
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Southern border provinces, there are nine regional education service areas (five in Zone 

A, three in Zone B, and one in Zone C) Although OEC (2006a) and OEC (2006b) report 

that education reform was successful in terms of the reform of new structure and 

management, principals across sites agreed that they encountered significant leadership 

challenges and difficulties when they worked after the new establishment of 

administrative structure and management systems. Their leadership challenges can be 

divided into two main aspects: a) leadership challenges between administrative levels 

(RESA and secondary schools) and b) leadership challenges among school levels and 

school locations (e.g., primary/ secondary, secondary/ secondary, public/ private Islamic, 

and urban/ rural). The findings from this study will be discussed based on these two main 

aspects.    

 

Leadership Challenges between Administrative Levels   

The purpose of the new administrative structure and management systems is to 

increase working efficiency and flexibility between schools and the top authority (ONEC, 

2002). However, this study revealed that the establishment of RESA created tensions, 

difficulties, and unbalanced relationship with secondary schools in the region. Principals 

of this study thought that public secondary schools were challenged by the intervention of 

the RESA. Principals across sites complained that due to the different working cultures 

between public secondary schools and RESA, they were not familiar in working with this  

new organization (RESA). If we look at the educational structures7, secondary schools in 

the past worked under the jurisdiction of the DGE (and primary schools worked under the 

                                                 
7 Before education reform, primary education (K1-6) was under the jurisdiction of the Office of the Primary 
Education Commission (OPEC) while the secondary education (K7-12) was under the jurisdiction of the 
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jurisdiction of the OPEC). Later the DGE (and the OPEC) was merged and restructured 

to work under the control of RESA. The merging created a problem because most RESA 

administrators were from primary schools. They seemed to favor primary education. In 

addition, public secondary schools still struggled with the decentralization from the 

RESA. Details of these issues are discussed below.     

Dealing with interventions.  Principals across sites agreed that there were  

interventions from RESA in their school administration after restructuring school 

structure and management systems. For example, the principal of B2suburban felt uneasy 

when the RESA tried to intervene the authority of the school in doing material purchases 

and recruitment management. To respond to this situation, this principal tried to negotiate 

and compete to bring right and authority back for the school. This comment suggests that 

right and authority have not been absolutely promoted to the school levels. The principal 

complained that:  

…the RESA still work based on the traditional styles, especially on 
purchase and recruitment management. Actually, each secondary 
education has been independent for a long time in managing and 
purchasing its own stuff for the school. We managed our own purchases. 
When we’re merged in the jurisdiction of the Office of Basic Education, 
it’s difficult to work because most of administrators in the RESA were 
selected from primary education. They just want to take authority…they 
want to take it…they...they offered that they can purchase stuff for us… 
the RESA wanted to do for us, but we didn’t agree with them. The reason 
was because they wanted to take an advantage from the purchase of stuff 
[given by the stores or agent]. It’s not right and we insisted and didn’t 
allow them to do that. This is an issue that we feel uncomfortable.  

 
 The ideas above are similar to the principal from C3rural. He thought that 

sometimes the RESA intervened rights and authority of school making decisions. The 

                                                                                                                                                 
Department of General Education (DGE) (see Figure 1). After education reform, the two educational levels 
were merged together to be under the jurisdiction of the Office of Basic Education Commission (OBEC) 
(see Figure 2).  
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comment below signifies that rights and authority of schools in making decisions, 

especially concerning the replacement and educational promotion consideration of the 

faculty staff was still in the consideration of the RESA. For example, 

The issue is that working under the scalar chain means that your superiors 
always intervene. There are some issues that I feel they interfered with too 
much such as [teachers or administrators] replacement, promotional 
consideration, and unequal treatment to schools in the same jurisdiction.  

 
The principal from A1urban expanded on this same observation, pointing out that RESA 

was not fair in appointing school principals in the region. He added that he saw 

connections between the influential authorities from the RESA and principals.  

In reality, we’ve not had real qualified people to work in the [RESA] 
committee. I mean this committee has connections and work to enhance 
their personal benefits than for the benefit of the school. You may know 
that this committee persecuted school administrators. For example, this 
committee replaced a school principal of 250 students to work at a school 
with 2,800 students and appointed a school principal of 4,000 students to 
work at a school of 400 students. In practice, we don’t do this, but they 
did, you know…. This was what the committee did. 

 
He further remarked about the connection, “a political favor” in replacing a school 

principal of another school in the region.    

Do you know why a school principal of 280 students became a principal 
of 3,000 students? Because there was a connection. Actually, in the past, 
the displacement of school principal of 1,500 students to a school of 3,000 
students can’t be done and it was impossible to do that. Actually, 
principals must have an outstanding experience and seniority status must 
be reached and respected by people if they want to step up to a higher 
position. 

 
The principal from A5urban also spoke about the intervention of the authority in 

appointing a principal when a new vacancy was available at a school. He stated:  

You know nowadays, when there is a vacancy of a secondary principal in 
a school, the RESA will fill it by appointing a primary school teacher 
instead. You know, people from the primary schools don’t know anything 
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about secondary school administration. You see, I’m not sure if I should 
call this the success or the failure…and I don’t want to answer it.    

 
 His above comments can indicate that primary school teachers may be favored by 

the RESA. The principal’s comments also reflect his uneasy feeling about the process and 

criteria in appointing a new teacher. If this perception is true, the logic of actions of the 

RESA in appointing a new teacher to replace the available position at school may lessen 

the morale of principals. In this particular setting, school principals may find leadership 

challenges in negotiating about their right and authority in recruiting a new teacher with 

the top authorities since they know well who fits the vacant position of the school.   

Familiarity in working with the DGE. Secondary principals from Southern  

border provinces revealed that some school leaders were still practicing the forms of the 

“traditional working culture” which they learned under the administration of the 

Department of General Education (DGE). For example, the principal from B3urban said 

that he was familiar with the administrative styles of the DGE. He thought that schools 

could run efficiently by themselves with their own administration. Principal of A5urban 

compared experiences between working the DGE and the RESA. He felt that the DGE 

was more professional than the RESA. He observed that after working with the RESA, 

public secondary schools were losing academic services, school networks and friends. 

Working with the RESA also changed administrative roles of schools. He said: 

In the past, the DGE was a professional organization and it really provided 
real secondary education. So, when the DGE prepared children, it focused 
on the capacities and needs of secondary students. The DGE promoted 
good programs and activities for students. They prepared and promoted 
students to a higher level of workforce market…and to a level of higher 
education…I mean for postsecondary education. This was the DGE’s 
responsibilities. This included the promotion of school administrators and 
teachers, the DGE had clear projects and plans to develop them. In terms 
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of the subject areas, the DGE clearly supported specific tasks and issues. 
That was what the DGE did.   
 

He continued to explain the “losses of secondary school networks” under the RESA, 

pointing to the Thai Language Center used to be located in A1urban and the Social 

Studies Center at A2urban. Neither exists under the reform. He stressed: 

Since I have worked for the secondary school for a long time, I think we 
failed… I think we failed (emphasize it). In the past, we had the DGE 
which was in charge of the secondary educational administration. 
Nowadays, asked how can we develop science, math teaching and learning 
in our school, I think we have to develop these subjects by ourselves. We 
don’t have networks and friends who can help us. 

 
He further observed about working under the jurisdiction of the RESA that, 

 
I don’t think it (the RESA) can take care of all of schools because there 
are a lot of the schools in its jurisdiction. The key important players in the 
committee are the heads of the group, so only heads of the group will 
work closely with the RESA. So, the role between schools and the RESA 
significantly declines. The issues of academic development or even the 
issue of teacher development also decrease. Or even, the budget, it also 
declines. All declines…you know. 
 
The above comments suggest that most secondary school principals in this study 

favored the traditional administrative system and felt uneasy with the new administrative 

structure, especially in working with the RESA. In addition, feeling unfamiliar in 

working with the new administrative system may indicate the low level of trust of 

secondary school principals towards the RESA. The unfamiliarity and low level of trust 

may create difficulty and challenge in working in this new environment. School 

principals may need to adapt themselves and negotiate with the RESA, especially in 

regard to mutual benefits, optimal goals of their organizations, including clarifying roles 

and responsibility. Also, the above comments suggest that restructuring the new 

educational system may make secondary school leaders lose their positions and statuses 
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because they had to work under the control of the RESA. Their positions may be 

dissolved and restructured under the new administration system.   

 The professional of RESA. This study revealed that the establishment of the RESA 

created the low trust for principals about the professional of the RESA administration. 

The following comments illustrate a consistent negative opinion of secondary school 

principals who work with the RESA, especially pointing out their distrust of the 

professional administration. This particular phenomenon suggests a crisis of relationship 

between the RESA and secondary schools which has not been resolved after the new 

administrative structure.  

For example, the principal from A1urban reflecting upon his personal experiences 

in working with the RESA that: 

…the RESA has not done very well…. the RESA doesn’t have good 
specialists to help and train schools. They [people in the RESA] still have 
old working cultures….You know, I can say that it’s very difficult to rely 
on RESA, especially in academics…. 
 

The Principal of A5urban reflected similar opinions about working with the RESA. He 

thought that secondary schools did not trust the professional administration of the RESA. 

He stated: 

You know, for the administrators at the RESA, I can confirm that they are 
good at primary school administration, (tapped the table again and 
emphasized this statement with a louder tone) but I don’t think they are 
knowledgeable in secondary education. I don’t think they’re good as even 
the educational supervisors in the RESA; they’re not good at secondary 
education. They can’t understand what the secondary schools want. You 
know some good supervisors can’t accept the new structure of this 
administration and some decided to quit their job. From my perspective, 
secondary schools nowadays are left behind. 
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The principal of A3rural supported the idea above as well. Due to the distrust on 

the professional of the RESA, he believed that it was better that secondary schools 

worked on their own without the support of the RESA. He said:  

From my observations, I think schools can run their administration and 
school activities very well if they work independently [without the control 
of the RESA]. 
   
Due to the frustration and distrust in working with the RESA, public secondary 

school principals responded to this problem by establishing school networks. As the 

principal of A5urban “Now, we have secondary school networks. Schools in each 

province work together”. This principal also further explained that since the RESA did 

not take significant actions with their problems, school principals solved their concerns 

by initiating a secondary educational development plan to develop the quality of 

secondary education. This is what this principal said: 

…nowadays, we think that if we still be like this, we can’t go far. If we 
walk like this, the quality of secondary education will be poor. So, the 
secondary educational promotion and development plan is initiated and 
adjusted (by The Thai Secondary Teachers Association) for its educational 
efficiency.  
 
His comments suggest that secondary schools and the RESA had  

different interests. The above comments also reflect that when trust had gone, it was 

important that school maintain their interests. However, it may be challenging for them in 

negotiating with the RESA to pay more attention on secondary education.   

Decentralization or centralization. Based on the NEA of 1999, decision- 

making, power, and authority are decentralized to the RESA and school levels. This 

notion is a part of the reform of the new administration and management system. The 
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policy of decentralization8 aims to increase the autonomy of school leaders in 

administrating their respective institutions.  However, principals in this study thought that 

they were experienced the vagueness as a result of decentralization. In fact, schools have 

not possessed concrete power, authority, and decision making as was promised in the 

NEA of 1999.   

For example, the principal of A4rural remarked that schools need to reform 

education, but power and authority was still centralized at the RESA. The principal from 

A1urban noted that the idea of decentralization was a good idea for education reform. 

However, he thought that its practice was not in a good shape and was completely clear 

that these were concepts initiated by Western countries. In contrast, this principal thought 

that it was not a concrete decentralization since the Ministry of Education (MOE) has not 

decentralized absolute power to schools. For example, the principal from A3rural 

commented that schools did not have authority in approving a leave for teachers when 

they want to do their official business. School principals claimed that the RESA still 

maintains power and authority in practice. In addition, top decision making is done by the 

RESA. Based on his comments, he may have to struggle in negotiating and sharing 

power, authority as well as decision-making processes with the RESA. He said:  

This is a main change that affects our school.  You know, I guarantee that 
if you interview the  people  who  work  in  secondary  schools,  they  all  
face  the  same  obstacles…. In the past, we worked under the jurisdiction 
of the Department of General Education. We could approve our faculty if 
they wanted to leave for their official business (e.g. seminars and 
trainings). Nowadays, we have to ask for an approval from the RESA. All 
things are controlled at the RESA. But [the act] says that authority will be 

                                                 
8 According to the ONEC (2002a), the policy of decentralization is developed based on the concept that 
local educational institutions such as schools and the RESA should have flexibility in their administration, 
especially in their decision-making.   
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decentralized to schools, yet in practices, you see it is the opposite. The 
[RESA] take [power and authority] back (laughing).  

 
The principal of C1urban agreed that there has not been a real decentralization at the 

school level. Education reform has a good plan to decentralize power and authority to 

school levels, but sometimes schools still focus on traditional administration. He said:  

…decentralizing the power and authority to rural areas provide the 
opportunity for schools and communities to set up their own direction. 
However, in a practical way, sometimes the ideas of the decentralization 
do not go together with the mindset of the educational reform law. The 
reason is because the school still concentrates on traditional 
administration. Consequently, the school may encounter some problems, 
especially the lack of flexibility in administration. You see, it does not 
meet the mindset of the new National Education Act. Absolutely, it affects 
the quality of education. 
 

According to the perspectives of the principal of B2suburban decentralization in school 

administration should focus on four issues: academic affairs, general administrative 

affairs, staff and personnel administration, and budget administration. In terms of staff 

and personnel administration, the principal of B2suburban commented that, in practice 

decentralization has not significantly happened at schools. Given an example of teacher 

recruitment, this principal asserted that schools cannot make their own decision in 

recruiting a new teacher, stating:  

Decentralization? Well, it is stated [in the new act] that power and 
authority will be decentralized to educational institutions and schools 
become independent organizations. For example, in terms of staff and 
personnel administration, it is stated in the Act that schools have a right to 
recruit and appoint a new faculty; in reality, we can’t do that. 

 
 Overall, this study revealed that public secondary school principals across sites 

encountered leadership challenges from the reform of the administrative structure and 

management systems. The principals’ comments indicate that the reform of the 

administrative structure and management system created complex and messy problems 
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including the asymmetrical relationship between school principals and the top authority, 

especially the RESA. The comments also suggest that the reform of the administrative 

structure and management systems were not perceived to increase the effectiveness of 

school administration and management as expected by the goals of education reform. It 

did not also promote the environment of decentralization to schools. In contrast, the new 

reform of administrative structure and management systems created distrust of principals 

on the RESA’ administrative professional. One reason was that secondary school 

principals and the RESA had different interests. Also, they seemed to lose states after the 

secondary education was restructured to work under the jurisdiction of the RESA.   

 

Leadership Challenges among School Levels and School Locations  

 The new administrative structure and management systems did not only create 

leadership challenges for public secondary school principals in working with the RESA, 

but also among school levels and school locations. Although the secondary schools were 

restructured to work in the new structure and management systems for their flexibility, 

public secondary school principals still encountered leadership challenges and 

difficulties, especially in working with primary schools, secondary schools, and private 

Islamic schools. Details about these leadership challenges are discussed below.   

 Working with primary schools. After education reform, primary and secondary 

schools were restructured to work under the jurisdiction of the RESA. As a result, 

secondary principals had to adapt to working with primary schools, where school culture 

was different from secondary schools. Primary schools focus on K-6 and students are 

mainly from nearby areas, but secondary schools deal with K7-12 students, who, 
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especially in big schools, come from different places. After these two educational levels 

were restructured, some problems exist. For example, the principal of A1urban said that 

that the restructuring of primary and secondary schools in the era of education reform 

created some gaps in administration. According to the principal, to work together, these 

two educational levels (primary and secondary education) should establish networks. He 

suggests that restructuring the two educational levels create disharmony across school 

administrators. The principals’ comment recommends that communications among 

people in these two organizations must be tuned together for their mutual consensus 

suggesting a lack of communication between the two levels.  

When the administration and management of primary and secondary 
schools were reconstructed, administrators, personnel officers from these 
two levels have not adapted themselves in accordance with education 
reform concepts…. I think it takes time to work together. [The primary 
and secondary schools] must construct networks to work together. 
 
Due to the administrative disharmony in working with primary schools, secondary 

schools tried to echo their problems with the RESA, but it the RESA did not take actions 

on secondary school problems. The following comment indicates that there is an 

asymmetrical relationship between primary and secondary schools in terms of the school 

collaboration. Principal from A4rural, a non-affluent school in a rural area explained 

about the tensions below:  

We’re trying to let the RESA know that it’s difficult for us in terms of 
administrative management if we work with primary education. The nature 
of primary education and secondary education is different, so we want the 
RESA to separate these two educational levels. We have tried to campaign 
and emphasize this with the top administrators, but it seems that they don’t 
seriously listen to us. A couple of years ago, I can say that secondary 
education noticeably went downward. 
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As the comment illuminates, disharmony brings incongruence and distances the 

relationship between the two organizations.  Also, the principal from Province B, School 

1, from an affluent school in the urban area also observed that the different interests and 

focuses between secondary and primary schools stressed the difficulty in collaboration. 

He found that it was sometimes difficult to come up with the same ideas when secondary 

school principals had the meetings with primary school principals. The following 

comments of the principal from A5urban suggest that secondary principals are superior to 

those who work in primary schools. His comments also suggest the feeling of 

inconvenience and concerns of secondary principals in working with primary principals. 

He said emphatically:  

Since I have worked for a secondary school for a long time, I think we 
failed. I think we failed (emphasized louder). You know, people from the 
primary schools don’t know anything about secondary school 
administration. You see, I’m not sure if I should call this success or the 
failure…and I don’t want to answer it… You know when we have 
meetings with primary school, it’s difficult for us to share and advise ideas 
to them. 
 

The above comments indicates that tension in working with primary schools seems  

common to most secondary principals and there was no variation of tensions between 

rural and urban schools and affluent and non-affluent schools.   

Competing with other secondary public schools. Principals in Southern  

Thailand not only found challenges and competitions with primary schools, but also other 

schools in the same educational levels, especially public schools in the same region and 

other regions. As I found in this study, it was apparent that the nature of competitions 

appeared in many forms such as learning and teaching resources, support from 

community members, and students’ academic achievement.    
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As the principal of A1urban commented, secondary schools in rural areas were 

always behind schools in urban areas in which resources and materials were just adequate 

for school teaching and administration. My visits to the schools revealed different 

capacities of public schools in the region, especially schools in urban areas and rural 

areas. For example, one of the teachers in A4rural reflected that her school lacked 

teaching materials and she found it difficult to prepare for class. In contrast, other 

teachers in A2urban seemed to be proud of their new building and new science project 

supported by a public organization. “We had a new science laboratory supported by the 

Natural Organization (pseudonym). We have readiness in the science program and our 

students are happy in doing their experiments,” she stated. On the day that I interviewed 

the principal of A4rural, he was very busy contacting with a non-governmental 

organization officer who was going to donate a set of school satellite.  

  The ideas of the principal from A4rural are in contrast with comments of principal 

of A1urban. This principal said that his school had a good chance and was quite lucky 

because the school was located in an urban area and also joined in the “School in Dream 

Project”9. As a result, this school got good support from the community members and the 

government. He said: 

Umm…we had a good chance because we’re in the “School in Dream  
Project.” And this may be a factor that helps to push our school move  
forward and faster than other schools in the area. 
 

The principal of A1urban seemed to obviously reflect the phenomenon of academic  

competition with other secondary schools in the same province. He put great efforts in  

creating quality so that his school was able to compete with A2urban his school network 

                                                 
9 Schools in Dream Project or lab schools project was initiated by the Ministry of Education in 2003. The 
aims of this project are to develop schools in each district area to be models in teaching and learning as 
well as administrative management. Totally, there are 1,804 school nationwide join in this project.  
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located in the same educational service area. Based on his comments, he tried to compete  

with Province A, School 2 urban and he thought that almost two years at the school, he  

could do it very well and be successful in his administration. He proudly said this below: 

I think we’re successful. For example, from out of the eight competition 
events on academic contests held in the province, our students won seven 
competitions in Foreign Languages contests. We could beat Province A, 
School 2 which is better than our school. I can say we’re successful. 
Students won English speaking contests, story telling contests, English 
singing contests, and English quizzes. We got almost all of awards. 
Students from the Thai Language Section also won the competitions in 
Thai compositions, speaking contests, slogan writing contest,…and…good 
things also happened in science subject areas. This is because we are 
promoting academic excellence based on our beliefs that we can develop 
students’ capacities. Other schools may have good inputs, but if we train 
our students seriously with good advice and intensive tutoring, we can 
win. You see…we can see good output immediately.   
 
Based on the above comments, it seemed that the principal of A1urban was proud 

of his school success because he could show capacities in competing with A2urban. The 

school success may attract parents and community members to donate to his school. 

Nevertheless, helping his students to win academic competitions is a part of his success 

since the academic quality of his school, especially in terms of students’ achievement in 

national test and the mean of students’ GPA are still behind A2urban10. The output from 

the national test score and mean of students’ GPA can indicate that he may have to work 

harder to promote the success of his school’s academic strengths. 

 Schools in Southern Thailand did not only compete in terms of academics but 

also the admission of students in the new academic year11. For example, the principal of 

                                                 
10 According to the Bureau of Educational Testing (2006), the mean of GPA of A1urban is 2.89 and 
A2urban is 2.90. The mean of the national test (O-NET or Ordinary National Educational Test score) of 
A1urban in academic year 2006 is 171.29 and the mean of the O-NET of A2urban is 196.55.  
 
11 In Thailand, generally, parents will send their students to attend public schools, especially those located 
in the city or downtown of the province. These schools attract students because of their reputation and 
readiness in terms of learning resources, technology, and professional teachers.  
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C2urban was struggling to compete with other public schools in the province in terms of 

the admission of new students. He complained that his school could not attract students to 

study at his school as he planned. He said: 

Recently, we found that community members do not have trust in our 
school. The reason is because there is another good school here [that we 
are competing with]. That’s C1urban. Most students will head to that 
school first. And then, they will come to this school if they don’t pass 
standard tests…. I can’t tell you exactly, but you know. The numbers of 
students here go down. The students decrease and we cannot get the 
number of students as expect. We have to wait and we get leftover 
(students with low achievement from other schools).   

 
The above comments indicate that the nature of competition among secondary  

public schools varied across school sites. It appeared that the reputation of schools may 

attract community members and parents to send their children to attend there. Also, 

affluent secondary schools in urban areas seem to get good support from community 

members and parents as well. They could afford their learning and teaching resources and 

materials as well as funds. Due to their reputation and support from related stakeholders, 

they could attract more students to attend their schools. In addition, students in affluent 

schools in urban areas could perform very well in the national tests (see Appendix A for 

more details of learning achievement of each school). In contrast, non-affluent schools 

were not attractive to students in the areas. They lacked learning and teaching materials. 

The comments suggest that the school principals may need a new strategic plan in 

recruiting new students and earning the trust from community members. 

Competing with private Islamic schools.  Private Islamic schools in  

Southern Thailand can be divided into two main groups. The first group is called 

“Pondoh” schools. These schools mainly focus on religious studies without standard 

mainstream education, standard curriculum, and classrooms. As Dailynews a Thai daily 
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newspaper (May 22, 2006) said, Pondoh schools are important Islamic learning centers 

for Thai Muslim students in Southern Thailand. Based on non-informal educational 

system, these schools are taught by Muslim religious leaders, without standard 

curriculums. The educational system of schools mainly focuses on religious practices and 

doctrines, not mainstream education. However, these traditional “Pondoh” schools were 

not in the jurisdiction of the MOE and did not get support from the government since 

they did not provide mainstream education (Samangun, Tangtrongpairoj, Aree, 

Yuenyoung, Waeurseng et al, 2006). Until the unrest began in 2004, the government 

attempted to register these traditional “Pondoh” schools (operated by Muslim leaders) 

which were technically illegal since 1961 to be under the jurisdiction of the MOE 

(International Crisis Group, 2007). Traditional “Pondoh” schools that were registered 

with the government called “Pondoh Institution” (Samangun, et al, 2006). As a result, the 

MOE recognizes these schools in its control and also supports budget in terms of sport 

equipments and teaching materials.  

The second group is private schools that provide both mainstream education and 

religious studies (Samangun et al, 2006). The group is under the jurisdiction of the Office 

of Basic Education Commission (OBEC), MOE.  It is interesting that the latter group is 

growing very fast and a lot of students are selecting to go to these schools. According to 

the International Crisis Group (2007), Thai Muslim parents tend to prefer private Islamic 

schools rather the State schools. One reason is because they want their children to have a 

solid religious education. The ideas of the International Crisis Group (2007) are similar to 

the ideas of the principal from A1urban. As he stated, “…those who study at private 

Islamic schools think that they must study in religious schools for their personal merit…. 
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Thai Muslim people think that the more they engage their religious activities, the more 

merit they gain.”  

In this study, principals found that it was challenging for public schools to 

compete with private schools that provide mainstream education. It was apparent that the 

main significant competition between secondary schools and private schools was 

strategies development in attracting new students and serving students’ needs, especially 

Thai Muslim students in the region. Due to the large numbers of private Islamic schools12 

in Zone A, the competition presented by private Islamic schools was stronger than in 

Zone B and C.  

For example, the principal of Province A, School 1, urban, thought that he was 

competing with private Islamic schools in terms of attracting students to study at his 

school. In the past, many Thai Muslim students nearby came to study at his school. After 

the unrest and the subsidy13 of the government to private Islamic schools, he saw the 

decline of Thai Muslim students at his school. He remarked: 

So, at this moment, student numbers in all schools in Southern Thailand 
remarkably decline. One reason is because Thai Muslim students in these 
three provinces prefer studying at private Islamic schools. Many new 
private Islamic schools pop up…and also more students are convinced and 
persuaded to study in private Islamic schools.     
 
The above comments indicate that secondary public schools are competing for  

students with private Islamic schools, especially in the three southern border provinces 

(Zone A). The comments also reflect that private Islamic schools offering both national 

                                                 
12 There are approximately 500 private Islamic schools in Southern Thailand (Croissant, 2005) and most of 
them located in the three provinces (Zone A). 
 
13 According to International Crisis Group (2007), the government subsidizes private Islamic schools with 
10,000 Baht ($300) per student and the ordinary government schools receive approximately 2,900 Baht 
($90) per student. However, when compared with the government schools, the private Islamic schools tend 
to have inferior facilities although the government offers interest free-loans for students (OEC, 2004). 



 

 

 

131

curriculum and religious instruction attract and are more favored for Thai Muslim 

students than the public schools in the region.  

The ideas of the principal from A4rural support the above comments. He says:  

In the past, there were a lot of Thai Muslim students who came to study at 
this school (A4rural), and they didn’t need to go to downtown. Nowadays, 
it’s the opposite. Thai Muslim people send their children to private Islamic 
schools. This causes the number of students in this school, A1urban and 
A2urban, to dramatically decrease. We just have 470 students left so far; 
but it increased a little bit compared with the number of students last year. 

 
His ideas illustrated that Thai Muslim parents’ desires in sending their children to private 

Islamic schools in the area decreased the numbers of students to come to study at his 

school and other schools as well. His comments also suggest that private Islamic schools 

are developing strategies to facilitate students to attend their schools. This is a major 

factor that can attract Thai Muslim parents and students to study at private Islamic 

schools. He further affirmed below:   

Private Islamic schools can better serve needs and ways of life of Thai 
Muslim people. Thai Muslim parents think that it’s a better opportunity to 
send their children to study at private Islamic schools, not the public 
schools.  

 
The principal of A4rural also noticed that private Islamic schools not only better served 

the needs of Thai Muslim students, but also helped facilitate Thai Muslim students’ 

attendance at schools. For example, bus services were provided to pick-up students from 

homes to schools. He said:  

When the government supports educational budget for private Islamic 
schools, it becomes an educational business for these schools. These 
schools use the money from the government to buy buses and they can 
pick-up students to schools. It’s convenient for students and this is a 
reason that many students head to private Islamic schools…. Thai Muslim 
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parents think that it’s better to send their children to study at private 
Islamic schools, not the public schools. 

 
The above comments suggest that principals in the region may have to develop 

strategies to attract and serve the needs of Thai Muslim parents to allow their children to 

study at public school. The competition in attracting students to attend schools may place 

a challenge for public secondary principals since they have to develop new strategies to 

serve Thai Muslim parents as well as Thai Muslim students.  

 

Challenges from Financial Management 
 

Basically, the budgetary allocation for Thai schools comes directly from taxes and 

it will be approved by the central government. General subsidies are distributed as a per 

head expenditure14 directly to schools on an equal basis. According to the Act, schools 

have the autonomy to utilize the budget allocated in response to their needs, taking into 

consideration the quality of the education and the efficiency of the administration 

(ONEC, 2001).    

In this study, when asked what challenges school principals were encountering in 

the era of education reform, most principals replied that budget management was one of 

the main leadership challenges. Most principals criticized the amount of funds allocated 

per pupils. They thought that it was difficult for them to improve the quality of their 

schools without an adequate budget. For example, the principal of C2urban commented 

that the lack of budget disrupted reform processes. For instance, the school could not 

fulfill educational plans. The principal of A3rural shared his thought on budget problems, 

adopting a sarcastic tone that suggested his discomfort with the limited budget for school 
                                                 
14 According to the ONEC (2002), the per head subsidies for students in primary level is 1,100 baht, lower 
secondary 1,800 baht, and upper secondary 2,700 baht, respectively.  
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administration. He observed that the merger initiated many lessons and did not increase 

the effectiveness of school administration both in primary and secondary education. He 

said:   

Especially [in the] budget; there is nothing [left for us…there really is 
nothing…(talk seriously and loudly). I think you know about it…, for us 
it’s good enough that we have per head support [from the 
government]….In the past, we had all things, such as expenses for general 
affairs or constructions, etc. Now, we get only a per head budget subsidy 
that is not enough for us. 
 

The principal of A5urban shared another experience about the lack of funds. He thought 

that he failed on budget administration.  

I think budget management is challenging for me…. We failed on the 
budget administration…. Did we get enough money? Umm…now, we get 
per head subsidies from the central government. We get 1,800 baht/head 
per year for the lower secondary education and 2,700 baht for the upper 
secondary education. This amount of money includes expenses for school 
waterworks and electricity. We spent 90,000 baht per month for the 
electricity. This does not include paperwork or materials, seminars, 
trainings, …you see we also use this money…now you can imagine how 
much money is left for student development. We really got a limited 
budget.  

 
His comment suggests that lack of funds impedes school development, teachers 

professional development as well as capacities of schools in dealing with competitions 

among schools in the same and different levels. Suggested in his comment is that schools 

with fewer students in the rural areas may significantly be affected by this problem. He 

proceeded to give an example below:  

Let’s imagine, if the school has eight subject areas. When they do projects, 
do you think how much they get? How much do you think? Hah…(asked 
seriously with high tone). This is the biggest school in the province; now, 
can you imagine about other small schools in rural areas. Where can they 
get the money? Can they support their teachers professional development? 
If their teachers are not smart, how can their students be?   
 
What he suggests, therefore, is that school budgets have become a national  
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problem. Based on the issue of limited budgets, comments of the principal of B2suburban 

helps make sense of the budget scarcity. One of the reasons is because the large number 

of teachers in the country. This principal stated: 

We’ve a problem on budget administration…It’s true that the largest 
budget from the government is distributed to the Ministry of Education 
(MOE), but if asked where the money goes to, it goes to teachers’ salary, 
isn’t it? There are around 700,000-800,000 teachers in the country. Then 
the rest of the money is used on the per head support for each school…[at 
about]1,800 baht/head is for the lower secondary level and 2, 700 
baht/head is for higher secondary level. We have 3,113 students in this 
school and I think you can imagine how much money we get. Also, in case 
of small schools, I guess you can imagine how much they get?  
 

The principal’s comment suggests that schools with large numbers of students get a better 

chance in developing their schools. In contrast, schools with fewer numbers of students, 

small schools and schools in rural areas may have to struggle in managing their budget 

and improving their school quality.  

The lack of funds also caused stress for school administrator. The principal from 

B2suburban said that one of the school principals in the region committed suicide due to 

stress of the budget problem. This is the sad story: 

The principal in Daoh District (pseudonym) in Province E (pseudonym) 
committed suicide because of the stress brought about by the “a dream 
school project”. This principal borrowed three million-baht from a bank to 
develop his school for this project, but he couldn’t pay it back. 
 
Since school principals received a small amount of funds, they had to develop  

strategies to bring more funds for their schools. One practical strategy that they can do is 

to do fundraising from parents and community members. However the promotion of 

doing fundraising in schools can lead to competitions and concerns among schools. 

Details of these issues are discussed below. 
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Fundraising. Due to the lack of budget subsidies, schools have to look for money 

from other resources. Fundraising among stakeholders is one of the practical ways for 

schools to alleviate the budget shortage. Generally, schools can do fundraising by asking 

support from parents, community members, non-government organizations, or business 

sectors.  

However, raising funds from these groups is not an easy task for schools in the era 

of education reform and unrest. For example, schools in Southern Thailand have to 

compete with other schools doing fundraising. Also, fundraising in urban areas with low 

conflicts can be done easier than fundraising in rural areas with high conflicts. In 

addition, the business sectors and community members in the three Southern border 

provinces feel the impact of the unrest.  

Asked about doing fundraising, A3rural indicated that they accomplished the 

fundraising by asking for extra money from parents at about 500 baht per semester. The 

school used this money to buy computers for students. Similar to A5urban the principal 

also used money from the fundraising effort for school technology. He said: 

[for computer], We use money from the fundraising. It’s impossible to use 
the money from the per head subsidies. No way to get computers (strongly 
insists with high tone).That is why we do the fundraising as I just said. 
When the budget is short, can we promote educational efficiency? 
Difficult to do, right? So, the money from the fundraising can help us to 
manage school activities.  

 
Similarly, the principal of B2suburban gave personal reasons for fundraising. This 

principal collected extra money from each student to develop the school activities. The 

principal said: 
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The money that the government gives us is not enough, so we need some 
more from the parents. We tell the parents that we can’t develop the 
school using the limited budget (we received from the government). So,  

 we do the fundraising. In this school, students have to pay 800 baht per  
 semester for a developing fee. 
 

Concerns and competitions for doing fundraising. The above statements  

demonstrate that promoting fundraising in the era of education reform is possible for Thai 

secondary schools if parents and community members understand the situation and 

necessities of the school in bringing educational quality for their children. However, the 

principal of A5urban commented that doing fundraising during the economic downturn 

(and unrest) challenged and caused concerns for schools as well. Schools may not feel at 

ease asking for support from parents and community members. A comment brought up 

by the principal of A5urban indicates that there is a limited group of people who can help 

and support the school in terms of fundraising. This principal, who comes from the extra 

large sized-school located in the urban area, is expressing on the needs of the community.  

At this moment, we feel inconsiderate asking for help from the community 
members because the economic status in the province is not good now 
[due to the unrest]. We feel inconsiderate to ask for help. But, please note 
that this province is not like Island province (pseudonym). We are not a 
wealthy province. People can donate money for the school but that’s based 
on what they can afford and the economic status [of the community]. 
What I found is that, not many people donate to us. Most are the same 
groups who always help the school. [You] ask how the school survives; I 
can tell you it’s because the parents of students in this school always help 
and donate. But not many of them can do that.  

 
The principal of A4rural reflected upon his experiences with his school’s participation in 

“School in Dream Project”. He found that this project was very good for schools, but his 

school is located in rural area, where and it is difficult to do any fundraising. As a result, 

the school administration had a very limited budget. This problem also happened at 

C3rural. The principal of this school found that doing fundraising for the “school in 
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dream project” was a challenging task for him.  Although the government encouraged 

schools to do fundraising from stakeholders in the communities, it was difficult to do that 

because people in the community could not help the school much. As the principal 

observed:  

To be honest, for the school in dream project, the government wants us to 
do fundraising from resources which are available in the communities. 
They want us to find sponsors to support school activities or find resources 
in the communities. But the problem is…we cannot do that. The 
communities around here do not have good resources. They do not have 
stuff or materials for us. In spite the promotion about this project, the 
school cannot find any resources to run the program. The government 
wants the school to be a dream for everybody in the community. But now, 
it appears that it is only the school [that is] in the dream of students and 
teachers. Communities think that the school in dream project is really a 
dream. Some call the “disappearing school dream”. 
 
Principals across school sites felt that the lack of funds impeded the  

effectiveness of their school administration and development. This study revealed that 

affluent schools could deal with the lack of funds because parents and community 

members could support the schools. However, the rural schools seem to struggle in doing 

fundraising because their community members and parents could not much support them.   

 

Challenges Relating to Parental Expectations and Relations  

As discussed in the literature review, education reform focuses on participation 

from related stakeholders to participate and support the educational provision of schools. 

One of the most important stakeholders is parents. Overall, this study revealed that 

parents in Southern Thailand had high expectation on school administration and 

management. They also placed high expectations on their children’s learning 

achievement and desired characteristic, especially ethical issues. This study revealed that 
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principals found leadership challenges in associating with parents, especially in providing 

education for their children. Significantly, they had to deal with parents’ expectations and 

their different desires and needs. Principals in this study found that some parents still 

have negative perspectives about their children’s learning. They wanted schools to teach 

for the tests. It is a challenge that school principals in this study have to clarify and 

explain to parents about new learning in the era of education reform. The following 

issues are perspectives of school principals on challenges in working with parents. 

Dealing with parents’ needs and expectations. Principals in this study thought that 

Southern parents in the era of education reform had different desires and expectations on 

school administration. But their desires and expectations focus on school changes 

especially in terms of administration and management and students’ learning 

achievement. The principals believed that parents paid closer attention to how the school 

was being administered and managed. For example, the principal of B3urban commented 

about his parents’ expectations on his school that:  

Parents in the era of education reform wanted to see changes on 
administration and management take place in the school. They wanted us 
to go further than what we did in the past and what are doing now. I think 
the management of the school has not pleased them yet. 
 
These comments suggest that parents had a very high expectation on effective 

administration and management of this school. The school administration and 

management may not satisfy parents’ needs. Parents wanted to see the principal become a 

change agent in producing more effective administration and management than they did 

in the past. Compared with other schools in the Southern provinces, it is interesting that 
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although students in this school performed very well in the national test15 , the positive 

test results of the students did not meet the satisfaction of parents. Based on my interview 

with this principal, there are two possible reasons that expectations of parents are not 

satisfied. Firstly, B3urban is the oldest school in the Southern border provinces. The long 

background and reputation in providing education in the region may make parents think 

that the school should establish a good management. Secondly, it seemed that parents 

wanted the school to improve its management so that it could compete in terms of 

academic strength with B1urban which was the best school in the province. The principal 

said that he got pressure from high expectations of parents in developing his school 

because he was an alumnus of this school and parents and community members expected 

that he would know the school problems very well. As the alumnus of the school, parents 

also expected that he knew the culture of the school very well. The high expectations 

from parents and community members may increase his challenges in developing his 

school.   

The principal of C1urban, the biggest school located in the province expressed 

similar ideas about the expectations of parents on school administration. The principal of 

this school commented that parents at his school want to see an effective, directional, and 

purposeful administration. He commented that parents wanted to see the future plan of 

the school administration and how the school would achieve that plan. Pondering this, he 

said: 

In terms of education reform,  parents  take  part  in  setting  educational  
directions,  identifying problems,  organizing  plans,  and following  up  
the  budget management….I think parents want to see the school move 

                                                 
15 According to the Bureau of Educational Testing, the average of the national test (O-NET) of B2urban is 
235. 07 which is higher than any schools that are the settings of this study except B1urban (263.86). 
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directionally and purposefully and they want us to arrange our needs and 
priorities.   
 

 The above comments indicate that parents of that school were involved in 

identifying school problems and initiating strategies in developing school. They seemed 

to be concerned about the school administration. The comments also suggest that parents 

wanted the school to work on the established plan and parents wanted to see principal put 

the priorities in developing his school.  

 This study found that parents did not only place high desires and expectations on 

school administration, but also their children’s learning achievement. In this study, 

principals illustrate through their comments that parents are focusing on the success of 

their children’s learning. It is a commonly held expectation in both rural and urban. 

Based on this study, parents in urban schools seemed to place much more significant 

expectations on school administration than parents in rural areas. The principal from 

B3urban gave a good example of parents’ involvement in the era of education reform. He 

said that “sometimes parents will come to school and sit in the classroom and observe 

teachers’ teaching.”  

 In contrast, the principal of C3rural observed that “Most parents have 

expectations about their children’s learning and behaviors. Parents want their children to 

perform well at schools and have a good literacy skill.” The expectations and needs of 

parents in C3rural seemed to be very common for the school to do, but parents did not 

show significance involvement in educational provision like parents in B3urban did. 

Based on the desires and expectations of parents on their students’ learning success, it 

seemed that the principal of C3rural was aware of his leadership challenges in promoting 

his students’ learning. He reflected that he needed to improve the academic strength, 
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especially the national average scores of his school to serve the expectations of parents. 

He said: 

Umm…I think there are some issues that are challenging for my school, 
for example student learning achievement…. It challenges me because the 
national average scores of our students in English and mathematics are 
low. We need to improve it.  
 

The above comments indicate that his school has not been successful on national tests. 

One evidence that supports this claim is the result of the national test in the academic 

year 2006 as reported by the Bureau of Educational Testing, MOE. Compared with other 

two public secondary schools (C1urban and C2urban) which are the settings of this study, 

the result of the national test of C3rural is the lowest both in terms of mean of the 

national test and mean of GPA16. Based on this unsuccessful learning result, it is a big 

challenge for the principal of C3rural to promote the academic success of his students.  

 In terms of parents’ expectations of their children’ learning achievement, the 

principals of C1urban and the principal of B2suburban, expressed similar opinions that 

parents wanted to see a great learning progression in their children. These two principals 

also expressed that parents of their schools paid close attention to the success of their 

children learning. More importantly, however, parents expected that their children could 

pass the university entrance examination and get a good job after they graduated school. 

Due to the high expectation of parents, the principal from C1urban accepted that he had 

tensions from parents’ needs because he could not make all expectations of the parents 

happen. The reason was because his students had different academic backgrounds. He 

clarified:  

                                                 
16 According to the Bureau of Educational Testing (2006), the mean of the national test (O-NET) of 
C1urban is 251.51 (GPA, 3.50), C2urban, 186.24 (GPA, 2.84), and C3rural, 163. 18 (GPA, 2.38).  
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Sometime, we had the problem with the high expectation of parents. You 
know sometimes, parents’ expectations do not fit the reality of their 
children’s potential. I mean parents wanted children to study in a good 
university, but they forgot that their children did not have that potential to 
study at a good school. This is a problem for us, but in our school 
administration, we have to communicate with parents and students about 
learning potentials and how we can help students to reach that point. 
 
The above comments help us understand that parents from C1urban really place  

high expectations on their children’ learning achievement. The expectations of parents 

seemed to create a new challenging role for principals to work harder to reach the needs 

of parents. The above comments also suggest that he may have to develop a program to 

increase the learning achievement of students. 

 To respond to parents’ needs in increasing students’ learning achievement in the 

era of education reform and cultural unrest, the principal of B3urban who had served as 

the principal of A2urban, initiated an extra learning program for students. His initiated 

program was useful for students because schools in the province were suspended due to 

the unrest. He said: 

In the three Southern border provinces, at that time, I held a project called  
“Rin Num Jai Sai Samong Phee Nong Chaoy Tai Project” (Pouring  
Sympathy to the Southern People’ Brain).The permanent secretary (of the 
Ministry of Education) approved me to do this project by inviting the  
university lecturers from Bangkok to teach students. This project helped a  
lot. To fulfill students’ learning and prepare them for their entrance  
examination, this project was initiated to facilitate them).  
 

 Another need and expectation of parents found in this study was the promotion of 

ethics for their children. Principals across sites reflected that parents not only wanted 

their children to be good at academics, but they also wanted their children to be moral 

learners. As the principal from B2suburban said, “Parents really expect their children to 

become ethical learners. They wanted their children to study in a good environment and 
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without drug problems”.  Similar to the ideas of the principal from B1urban, he said that 

his school had the parent networks and these parents came to school and help promote 

ethics and moral for their children. He said: 

There are committee members in each learning level of the school network 
and they help school in nurturing and promoting ethics and moral for their 
children. 
 
To respond to the parents’ needs on the promotion of ethics, the principals  

from A1urban said that he provided the ethical camps for his students so that students 

could learn about ethical practices. The principal from A2urban and the principal from 

A4rural responded to ethics of students by addressing the importance of teaching ethics 

in the classroom. As they said, “Importantly, teachers must integrate ethical and moral 

issues in their teaching”.  

 The above comments indicated that parents had different expectations, desires, 

and needs from schools in developing their children. They wanted schools to create 

effective organizations as well as develop their children to become quality learners in 

terms of academics and ethics. To achieve these missions, the principal from C1urban 

suggested that “we have to assure the parents that their children will be developed by 

us…When the parents believe in us, they will never hate or have bad attitudes to school”.   

Dealing with parents’ (negative) attitudes. This study indicates that working with 

individual parents who have different needs and perspectives is not an easy task for 

school principals. Principals also thought that it was a more challenging task for them if 

parents had negative attitudes, especially about educational provision in schools. For 

example, the principal from C1urban stated that some parents, especially in rural areas 

had a wrong attitude about educational provision. As he said: 
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In my opinion, parents from rural areas are poor. They think that 
educational provision is the responsibility of the school. They don’t have 
good education. Some are very shy. For example, when I invited them to a 
school meeting, most were shy and always said nothing in the meeting.  
 
The above comments reflect the nature of parents from rural areas who  

sent children to study at the urban school. The comments also indicate that parents at 

C1urban came from different economic status background. Based on the principal’s 

comments, he may have to explain the parents that in the era of education reform, school 

cannot work alone to promote the success of school administration and management. The 

comments may suggest that the principal may have to ask for an active collaboration 

from non-affluent parents to come to help develop the school based on their capacities 

and economic status.  

The principals in Southern border provinces revealed that the parent’ negative 

attitudes towards school management and administration also challenged the principals’ 

leadership roles and their administration. The high expectation on the children’s 

academic success, especially demonstrated as success in the university entrance 

examination, creates concerns for school principals. This is especially acute when parents 

begin sending their children to tutoring schools for extra studies. According to the 

principals of C2urban, some parents expressed that the schools should teach toward the 

tests so that their children could pass the standardized exams. This principal reflected his 

experiences, saying that: 

I have one comment to add. Parents like sending their children to receive 
extra tutelage. I think this is a blind spot for Thai education. In the 
afternoon after school, students will go to extra classes outside of school. 
They may not pay much attention to their classes. But because of the 
education reform, we cannot provide students with extra classes like those 
provided by tutors.  
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Based on the above comments, the principal seemed to suggest that reforms were  

incongruent with the expectations of parents. Also, it was difficult for school to teach for 

the tests like the tutoring centers did outside the school. The principal’ ideas suggested 

that learning and teaching in the school needed active learning processes between 

instructors and students. Importantly, students also needed to participate and did activities 

with their peers. The principal seemed to suggest that learning at the tutoring centers may 

not allow students to do that much since tutors focuses on tactics in solving academic 

problems. Also, students may lack socialization skills if they do not have participative 

learning with their peers.   

Based on this problem, the principal of B1urban thought that the schools should  

change the negative attitudes of parents toward the schools, as demonstrated by the 

parents view on tutoring, stating that “We don’t need to focus too much on tutoring.” He 

thought that entering the university and holding a degree was not the final end of 

education but that students should develop good teamwork skills and respect their career. 

Instead, he stressed that:  

To develop a [good] human [being], we don’t want their children to just 
hold a degree. We want to see them show their capacity in working with 
other people and to learn to work effectively [in their future jobs] as well. 
No matter what degree they get, they should be able to work, love, and 
respect their job.  

 
Similar to the principal from B3urban, he said that parents of his school also had 

“misunderstanding” about teaching and learning. The parents of his school wanted 

teachers to focus on teaching and learning in the classroom, but he explained that school 

activities were also critical for his students. He stated: 

We try to explain parents that school extra activities are parts of learning 
and teaching. Parents think that learning and teaching should happen in the 
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classroom. I told them that it’s not right if students only focus on learning 
in the classroom. I told them that, in some activities, students are 
responsible to plan and manage by themselves.  
 

The above comments indicated different beliefs and attitudes of parents about school 

teaching and learning including school administration. Parents wanted to see their 

children pass the entrance exam, with an emphasis on the entrance tests and providing 

tutoring to pass those exams. On the other hand, the principals thought that students 

should pay more attention to their learning at schools. The principals also added that they 

believed that tutoring may impede the students’ interactions with other people, stressing 

that tutoring does not help promote processes of critical thinking and team working. 

Lastly, the demand of parents for changes in the school may not fit the overall needs of 

the school in order to meet the goals of the education reform, especially in terms of 

promoting students to become critical thinkers.  

 

Making Senses of Principals’ Leadership Challenges in the Era of Education Reform 

This chapter elucidates a knowledge of leadership challenges of public secondary 

school principals which emerged from dealing with the rhetoric of education reform 

based on the NEA of 1999. This study revealed that education reform was complex and 

challenged principals’ leadership in different aspects. Unfortunately, there is not much 

literature review discussed about the leadership challenges of Southern public secondary 

school principals in the era of education reform. This section aims to make senses of 

principals’ leadership challenges from education reform based on my logics of thinking 

and experiences. The ideas in this part may help interested people have more 
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understanding about the leadership challenges of public secondary school principals in 

the era of education reform.   

 This study found that restructuring administrative structure and management 

systems was the most significant leadership challenges for public secondary school 

principals in the era of education reform. For my perspectives, principals encountered 

leadership challenges from restructuring administrative structure and management 

because it was a new phenomenon for them to work in the new and unprecedented 

system. It was true that public principals were familiar in working with the traditional 

administration.  We can see that principals in this study struggled on the new 

administrative and management because they still worked under the bureaucratic system 

where final decision was at the top authority not at schools. Also, there was the 

complexity and vagueness of policies in terms of restructuring the new administrative 

structure and management, for example power and authority has not been decentralized 

to local institutions as stipulated in NEA of 1999. In addition, the merger of the primary 

and secondary schools to work under the same jurisdiction of the RESA became a 

problem because the two groups of school leaders had different cultures and beliefs. This 

problem also led to the unbalanced relationship between the top authority (the RESA) 

and secondary schools because principal thought that the RESA favored and paid much 

attention to primary administrative affairs. This was a political issue that made principals 

feel that they were intervened by the top authority and lost power and authority. In sum, 

leadership challenges from the new administrative structure and management system 

emerged from the different interests, administrative gaps, and ambiguous policy practices 

between the top authority and the public school principals. 
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 Dealing with budget management was another leadership challenge of principals. 

Principals felt more challenging when they had to do fundraising to support their schools. 

Due to the limited subsidies from the government, school principals in urban areas were 

successful in doing fundraising because they got support from parents and community 

members, but school principals in rural areas struggled in seeking for more budgets to 

support their school administration. This finding reflects a socio-economic gap of Thai 

society. Inevitably, it really challenged principals’ leadership, especially those who 

worked in rural areas to produce quality education as stipulated in the NEA of 1999.  

 Working with parents was also principals’ leadership challenges in the era of 

education reform. We can see a shift of the participative phenomenon of parents in 

becoming a part of educational provision in the era of education reform. Due to Thai 

culture, parents thought that educational provision was the responsibility of the 

government and schools (Hallinger & Kantamara, 2001). After the reform, the NEA of 

1999 expected parents to be involved in school administration and management. This 

shift of parents’ roles created leadership challenges for school principals in responding to 

parents’ needs and expectations as we found in this study. However, we can see that 

public school principals in urban areas were much more challenged by parents’ needs and 

expectations than principals from rural areas. Probably, parents from urban areas actively 

followed up the ongoing of education reform. They were also affluent groups of 

stakeholders who supported schools despite the region encountered the economic crisis 

and unrest. This study revealed that parents had different needs and expectation on school 

administration. This phenomenon helps us understand that they came from different 

backgrounds and cultures and also had different attitudes. Ultimately, they had the same 
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final end of their goals wishing their children to have success in learning, especially 

passing the entrance examination. In sum, with great support from parents, principals 

from affluent areas can achieve their goals easier than those from poor areas. However, 

the great support from parents tends to create great challenges and tensions for principals 

as well.   

 

Chapter Summary 

Chapter four has focused on public secondary school principals’ leadership 

challenges in the era of education reform associated with the NEA of 1999. This study 

revealed that principals across each province shared similarities and differences about 

their perspectives and experiences on leadership challenges from working in the era of 

education reform.  The first main leadership challenge found in this study was working 

on the new administrative structure and management systems. This challenge seemed to 

be the most highlighted issue which became disputes for principals in this study. The new 

administrative challenges not only created confusion to school principals, but also the 

feeling of competitions among different administrative levels (the RESA and secondary 

schools) and among schools levels (e.g., primary and secondary schools and secondary 

and private Islamic schools). 

The second leadership challenge found in this study was the lack of subsidies 

which seemed to be a big problem for education reform. Principals believed that 

educational quality could not be reached without efficient budget. They thought that it 

was another challenge for their school administration to do the fundraising. Principals 

from urban schools seemed to be successful in doing fundraising, but principals from 
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rural areas struggled with this issue since they did not get much support from parents and 

community members. 

The last leadership challenge found in this study was the challenges relating to 

parental expectations and relations. After education reform, the NEA of 1999 opened a 

channel for parents and related stakeholders to be a part of school in providing quality 

education for their students. Principals found that it was a challenging role for them to 

work with parents, particularly in serving their different desires and high expectations on 

school administration and management as well as students’ learning achievements. This 

study found that parents in urban schools were much more active in participating in 

school administration than parents in rural areas.  
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CHAPTER FIVE 

 
LEADERSHIP CHALLENGES FROM CULTURAL UNREST 

 
Introduction 

Secondary school principals in Southern Thailand are currently not only 

challenged by new education reform agenda and new policy implementation, but also by 

different forms of escalating unrest associated with the longstanding Islamic insurgency 

in the region. It has been almost four years since January 2004 that the unrest has 

interfered with people’s ways of lives, economic system, and educational provisions in 

the region. Unfortunately, the unrest also affects schools located in Zone A, B, and C– 

the Southern border provinces. However, the impact varies based on the location of each 

province. It was apparent that schools located in Zone A were most affected by the 

unrest.  

As discussed in the literature review and Chapter four, the five Southern border 

provinces have idiosyncratic characteristics in terms of cultures, ethnics, and languages. 

For example, Southern border provinces are predominantly Muslims17. Zone A 

approximately comprise 80% of Thai Muslims and “Yawi” is their main language. Zone 

C approximately consists of 70% Thai Muslims, but most Thai Muslims in this province 

speak Thai because they have assimilated to Thai culture (Aphornsuvan, 2003). Zone B is 

the business center of Southern Thailand. Contrary to other provinces of this study, Zone 

B is comprised of 70% Thai Buddhists and 30% Thai Muslims. Similar to Zone C, Thai 

is the main language used by people in this province.  

                                                 
17 According to Croissant (2001), Thai Muslims comprises 5.5 % of Thailand population and 80% of 
Southern population (Albritton, 1999).   
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According to Liow (2004), the situation in Southern Thailand became intense 

especially for teachers and school administrators when 20 schools throughout the 

Southern border provinces were burned on January 4, 2004.  Since then, teachers, school 

principals, and students have become the target of the terrorists (Albritton, 1999; 

Croissant, 2005) because they represent symbols of the central government's authority 

(CNN, 11 September, 2006). According to ThaiDay, a Thai daily news (July 26, 2006), 

over the last two and a half years, more than 50 teachers were killed, especially in the 

three most affected provinces (Zone A and B).  

As recently reported by the Nation (May 21, 2007), schools in the Southern 

border provinces are still at risk. Teachers and students and school administrators are still 

killed and harmed daily by insurgents and schools continue to be targets. The Nation 

reported that after the unrest, approximately 37 schools were destroyed by fire in the 

three predominantly Muslim provinces, 19 of which were located in Zone A. The Nation 

also reported that since January 2004, 72 teachers have been killed and 69 injured. 

Students were also harmed by the insurgents. In the past three-and-a-half years, 18 

students have died and 65 have been injured. The Nation observed that these statistics 

have shocked people in the region. It also commented that no one knew if the trend 

would increase. The Nation noted that if the violence continues to escalate, the number of 

school arson attacks in the region will be well over 100 by the end of 2007. If this 

prediction is correct, school principals may have to work harder in providing and dealing 

with safety issues. Responding to the current unrest, the government enforced martial law 

in three most violent provinces and deployed 12,000 Royal Thai Army troops in the 

region (Crossiant, 2001). 
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During the period of this study, the unrest still exists and causes losses in lives 

and properties of communities, teachers, and school administrators. For people in 

Southern Thailand, it seems that there is no clue to predict the end of this continuing 

phenomenon. For personal safety purposes in avoiding losses and harms from the unrest, 

village residents who live in hazardous areas have decided to move from the region. 

Teachers and school principals in Southern Thailand have also sought transfers to other 

places18. The transfer inevitably causes a decline in the number of teachers in the region. 

The transfer of teachers also affects morale and encouragement of teachers and educators 

who are still working in the region. The Ministry of Education (MOE) solved this 

problem by recruiting local volunteers to replace those professional teachers. Due to the 

unrest, schools are occasionally closed whenever the violence is anticipated by the 

government. 

The unrest has significantly influenced the educational provision of schools in the 

region. Also, based on evidence discussed above, it can indicate that education reform in 

the region is affected by the escalating violence. For secondary school principals, it 

appears that they may find difficulty working in this unstable environment, especially in 

promoting the learning achievement of their students and professional development of 

their teachers in alignment with the goals and objectives of education reform as stated in 

the NEA of 1999. Working in this turbulent environment, principals have encountered 

concerns, pressures, and challenges in dealing with the unrest. These challenges may 

include safety for their students, teachers and themselves. This chapter will focus on 

                                                 
18 According to BBC News (July 5, 2005), approximately 2,700 educators were approved by education 
authorities to move out of the areas.  
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leadership challenges that secondary school principals in the Southern border provinces 

are encountering in the era of the unrest.  

 

Public Secondary Principals’ Leadership Challenges from the Unrest 

This section will discuss leadership challenges faced by secondary school 

principals in Southern Thailand in dealing with the intensifying unrest. In this section, 

evidence will be provided to illuminate challenges encountered by secondary school 

principals in the region. In addition, this section discusses the impact of the unrest as well 

as new demands and responses that principals across provinces have applied to manage 

the unrest and violence affecting their schools, such as how to prevent harm for their 

students, teachers and themselves as well.  

Based on interviews, I found that the degree of challenges varied across each 

province and was affected by factors such as the location of schools and their proximity 

to the unrest zone. The intensity of unrest can be broken down into three degrees based 

on the classification introduced in the study of violence in Southern Thailand between 

January 1, 2004 - May 30, 2006 by Jitpiromsri (2006). Jitpiromsri’s study revealed that 

violent incidents totally took place 3,386 times in the region19 including Zone A (3,068) 

and Zone B (316 in Province C). There was no report of violent incidents in Zone C, a 

largely Muslim province.  

Based on this assessment and for the purposes of confidentiality, I have divided 

the schools into three zones. Schools categorized as Zone A located in the most intense 

areas (high conflicts). Schools categorized as Zone B, areas were affected by the unrest 

                                                 
19 Due to the criteria of the site selection mentioned in Chapter 3, Narathiwat (Zone A) which is a part of 
Southern border province excluded in this study. According to Jitpiromsri (2006), there were violent 
incidents took place in this province 2,074 times. 
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moderately (moderate conflicts). Schools categorized as Zone C were the least affected 

by the unrest (low conflicts).  

In this study, I will explore the principals’ leadership challenges through their 

logics of action in responding to the unrest by using two main categories including a) 

expected responses, and b) unexpected responses. The expected response was used as a 

framework in examining principals’ logics of action that conformed to beliefs, attitudes 

and practices, or modes of conduct that are conventionally accepted. Their actions ranged 

from high expected responses to less expected responses (e.g., increasing level of 

alertness and posting soldiers as safeguards) The concept of “unexpected response” was 

used to explore principals’ logics of action that seemed not conform to beliefs, attitudes, 

practices, or modes of conduct that are generally or conventionally approved or accepted. 

This concept was used to explore the “unexpected” and “independent” actions and 

thoughts in dealing with the unrest. Details of each response are discussed below.  

 

Expected Responses  

As I found from interviews, most secondary public school principals in Southern  

border provinces were affected by the intensifying unrest. Located in different locations 

in the region, their schools were affected by the unrest in different degrees of risk and 

harm. Although school principals were affected by the unrest in different degrees of risk 

and harm, they found that developing specific and appropriate responses to deal with 

unrest was critical for them. In this study, principals across sites responded differently 

and similarly to the unrest. Their responses were based on the levels of conflicts and 

threats they encountered in their region. The following discussion presents expected 
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responses that principals initiated and developed to deal with the unrest. As discussed 

above, their actions ranged from high to less expected responses.  

Be quiet. The unrest in Southern Thailand not only created threats and harms to 

the region, but also distrust among different groups of people. To avoid conflicts and 

distrust from discussion about the causes of the unrest, principals chose to be quiet to 

make sure that their relationship and proximity with their people and community 

members still remained. For example, the principal from A4rural said that “It’s possible 

that teachers have distrust between different groups (of Muslims and Buddhists)….they 

are scared, but I said nothing to them because I’m afraid that it (discussing about the 

unrest at school) may affect them (Thai Buddhist and Thai Muslim teachers)”. The logics 

of action of the principal from A4rural was similar to the logics of action of the principal 

from A1urban. He thought that being quiet is the best thing to avoid distrust. He 

explained that: 

Muslim people won’t talk [with Thai Buddhists] about this. If we sit 
together, we won’t’ talk about it. We won’t talk about it just to make sure 
that others don’t lose their feelings [and trust between each and other 
emphasize with high tone]. But Muslim teachers here are good. They’re 
ok. But in their minds, we don’t know.   

 
This subtle response to the distrust did not only occur in the province with high 

conflicts located in Zone A, but also in low conflict areas. For example, the principal of 

C3rural which was not much affected by the unrest accepted that “the unrest causes 

conflicts and disputes among Thai Buddhists and Thai Muslim people, but it was not 

serious”. This principal said that people in the region knew very well that one of the 

causes of the unrest came from the religious issue. He said that he and the people in his 
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province would not talk about it. Similar to the principal of C2urban, he said that “we try 

to be neutral and did not talk much about religious issue”.  

The above comments illustrate the subtle responses of principals to the erosion of 

trust due to the unrest.  Principals seemed to be smart to be quiet when they tried to avoid 

conflicts. However, the comments suggest that there may be a consequence that can 

occur from their benign responses. Being quiet and saying nothing to each other may 

block the channel of communication among different groups of people. Also, the real 

understanding about the unrest may be not defined if people in the region really want to 

figure out this intense phenomenon. This indicates leadership challenges for school 

principals to seek another strategy to deal with the unrest.  

Increasing levels of alertness. One of a high expected responses of public 

secondary school principals to the unrest was increasing the level of alertness to the 

potential threats and harms. For example, the principal from C3rural said that he was 

more alerted about the threats from the unrest after he was informed by the governor.  He 

said: 

There was a report from an intelligence source and also from the 
policemen sent to the school. In the report, it said that some foreign groups 
came to this province. Then the governor informed all schools to provide a 
school security guard. All people were suspicious about the situation 
although it did not really happen in their schools.      
 

Based on his comments, officials and principals seem to be alerted about  

the impact of the unrest. Although there has been no evidence showing that schools have 

been harmed by unrest, people in Zone C are likely to be concerned about influences of 

the unrest to their area. His comments can indicate people’s fear that was widespread to 

the region, especially in Southern border provinces.   
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 Although the principal from B1urban did not get significant impacts from the 

unrest, he also increased his alertness to potential harms that may happen to his school. 

He said this: 

Anyway, I am more alerted to the unrest because it has effects to me and 
the school in case an insurgent really does it. If there is a bombing here, 
then the media will spread the news. This affects the school.   
 
The above comments suggest that it was unsurprising for school principals  

in low conflict areas to be alerted to the unrest. Since they heard about losses and 

damages that happened in the high conflict areas like Zone A, they seemed to be more 

alerted to unrest. As he further said “we watch news everyday seeing many people were 

kills and seriously attacked”.  

 Being quiet and increasing levels of alertness were parts expected responses 

(which seemed to be abstract) of school principals in dealing with the unrest in the 

region. In dealing with the unrest, principals across sites also developed concrete 

expected responses to assure the safety for their school members as well as to remain 

their business as usual, especially their school administration. Other concrete expected 

responses are discussed below.   

Closing the school doors and checking identification cards. Closing the  

school doors and checking identification cards is one of high expected responses that 

principals used in buffering his schools from potential harms in the era of the unrest. 

Based on the common beliefs of principals, they thought that schools were affected by 

the unrest. Fundamentally, closing school doors and checking identification cards was a 

prerequisite that helped schools block outsiders or harms that might occur to their 

schools. After the unrest and violence in Southern Thailand, many schools in the region 
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began to strictly check and screen outsiders who visited their schools. As the principal of 

an urban school mentioned, he felt that capturing the movement of school visitors 

changed the environment of the school. He said that: 

We need to be stricter to take care of the school…. We need to check 
students and visitors who came to visit school carefully. We had to be 
careful and the school safety needs to be seriously addressed. I think the 
environment of the educational institution changed a lot in my 
perspectives.   

 
In some schools, external visitors would be asked for identification cards  

as proof of their identities. For example, this happened to me when I visited B1urban. A 

school guard kept my official identification card before allowing me to visit the school. 

  Based on my interviews and my visits to different public schools, I found that 

school principals, especially those who worked in Zone A managed safety by closing the 

school doors in order to prevent external strangers from entering the schools. For 

example, as the principal of A1urban stated, “in this school, we emphasize (the safety by) 

closing the school doors.” During my visits to various schools in Zone A, most principals 

claimed that they closed their school doors, especially the main entrance so that they 

could control outside visitors. In addition, the school guards would control the opening 

and closing of the school doors and asked for purpose of the visit before they allowed 

visitors to enter their schools.  

In contrast, schools in Zone C, were not strict with closing and opening school 

doors. As the principal from C2urban stated, “the school was not much affected by the 

unrest.” The ideas of the principal from C3rural helped confirm about the impact of the 

unrest. Asked how the unrest affected his school, he replied, “No, it does not affect our 

school. But it affects (schools in) the three southern border provinces.” Because the 
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unrest did not affect Zone C much, I noticed that schools were less strict in controlling 

school doors. I experienced that doors were open during the school time and the schools 

were not serious in checking external visitors as schools in Zone A and Zone B did. I was 

surprised that they did not ask me for my identification card before I entered the schools.  

The strategy of controlling school doors and checking identification cards was a 

high expected response in buffering schools from harms, especially those located in Zone 

A and B, but those strategies do not guarantee that the schools will be 100% safe from 

insurgents. As reported by a Thai post, a daily newspaper (July 25, 2006), two insurgents 

disguised as university students entered a school in Zone A and shot a teacher who was 

teaching at the time. Also, as reported by The Nation (June 12, 2007), two teachers were 

killed by insurgents when they disguised themselves as visitors and entered the library of 

the school in Zone A. These two phenomena frightened teachers in other provinces. The 

killings of the teachers may indicate that school leaders have not been strict enough in 

checking visitors and providing safety for teachers. Since insurgents developed new 

strategies in promoting violence in the region, this study suggests that school 

administrators may have to come up with new strategies in preventing harm and loss for 

their teachers. Developing new practical strategies in providing more safety for their 

teachers is probably a challenge, concern, and pressure for school principals who are 

working in the intensifying zone.   

Applying closed circuit video cameras. Applying closed circuit video camera was 

a high expected response for schools in high conflict areas. After the unrest, closed circuit 

video cameras were used as means in screening and watching the ongoing situations in 

schools. In this study, closed circuit video camera was one of technological means used 
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in watching potential harms in the schools.  Principals, especially in Zone A  set up the 

closed circuit video camera at the school entrance in order to monitor safety for their 

schools. For example, as the principal from A2urban stated: “we set up the closed circuit 

video cameras at many points of the school and we also have the control room to monitor 

the safety”. Similar to the principal from B3urban he recalled his strategies in providing 

safety for his school when he worked in a school in Zone A. He said that after the unrest, 

“the school becomes more scrutinized in dealing with the unrest. We set up the closed 

circuit video camera to watch the school visitors…. We have to be more careful and 

alerted you know.” Also, when I visited this school in Zone A, I still saw the closed 

circuit video camera. There is an evidence showing that the establishment of closed 

circuit video camera becomes a practical response in dealing with the unrest. According 

to Komchadluek  (August 7, 2007), the government approved 20 million bahts (about $ 

510,000) for the three Southern border provinces in setting up closed circuit video 

camera, especially for risky schools in the region. This action indicates that the 

government recognized the safety of the schools.   

Community members as safeguards. In the era of the unrest, school principals 

responded to the unrest in the region by bringing community members to help protect and 

provide safety for schools. This was another high expected response recognized by 

school principals in high conflict areas. Based on the common beliefs of school 

principals, they thought that community members were key stakeholders who could help 

protect their schools, not others. For example, the principal from B3urban said: 

Actually, we have community organizations. We have the president of the 
local administrative organization, the committee of the local 
administrative organization, and the head of the village. I think they are 
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leaders of the communities. They should take care of their communities. It 
is not appropriate to bring others to take care of them. 

 

His comments indicate that community members are important people who live in 

the area and they may have good understanding about the turbulent situations. His 

comments also suggest that community leaders are key people who can cope with their 

problems, not others who are not familiar with their diverse region.  

The principal from A3rural also had community members to be safeguards for his 

school. Unlike other schools, community members at A3rural volunteered to provide 

safety to the school. To compensate them for their help, this principal paid them some 

money for their help. He explained: 

The community members help the school by providing security guards and 
they also take care of the village. They have good collaboration with us. 
They are my school temporary security guards and I pay for them 4,500 
baht (about $ 115) per month.  
 
His comments indicate that he had a strong relationship with his community  

members. It was apparent that his community members understood the current situations.  

They were probably afraid that their children and village could be harmed by the 

insurgents and that could be the reason that they volunteered to provide safety for school.  

Having soldiers as safeguards. Since the tensions from the unrest increase in the 

region, soldiers become key people who help protect schools from harms. Having 

soldiers as safeguards at schools seemed to be another high expected response in high 

conflict areas, especially for schools in Zone A. For example, during my visit at A1urban 

I saw two soldiers with guns guarding the school security checking point located in the 

front door of the school. The school principal told me that he asked for collaboration 

from the province to send soldiers to take care of his school. Also, when I was on the way 
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with my co-advisor to interview the principal of A5urban, we were checked by soldiers at 

a checkpoint. Being checked by soldiers can indicate the degree of risk in Zone A.   

In building safety for schools, principals said that they asked for collaboration 

from the provincial governor to support them with soldiers or policemen to guard school, 

teachers, and students. As the principal of B3urban (who once served as the principal of 

A2urban) explained, “today, they (teachers) have to come to school in groups with 

soldiers as their guards.” His comment indicates that the school principal had to 

collaborate with the military agencies to assure safety for their teachers.  Since having 

soldiers as school guards is a new phenomenon, school principal may have to work with 

the military agencies and provincial officials in order to provide effective plans, for 

example, shared responsibilities between school and officials to ensure the safety of the 

school community. In addition, principals may have to explain to his teachers and 

students about this new phenomenon. However, the principal remarked that having 

soldiers as security guards in his school did not mean that the school would be safe 

because sometimes those soldiers became targets of the insurgents. His remark reflects 

that allowing soldiers to guard school buildings and school members can be a double-

edged sword. Soldiers may become targets of insurgents and this can indirectly cause 

harm to students and teachers.  

Carrying a gun to school. Another expected response of public school principals 

in dealing with the unrest found in this study was carrying a gun to schools, especially in 

high conflict areas. Carrying a gun to schools seemed to be a dramatic response and it 

became a big dispute among educators and related people, especially in terms of its 

appropriateness. Some educators believed that carrying a gun could be a two-edged 
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sword. However, secondary school principals, especially those who worked in Province 

Zone A, thought it was critical to buffer themselves from harms and threats. Carrying a 

gun was a practical way to protect themselves from the insurgents. For example, a 

principal from Zone A said that he was aware of his safety and he buffered himself from 

potential harms by carrying a gun to school. He said, “I paid attention to safety. I 

practiced shooting at an army based with soldiers. I practiced shooting guns with about 

20 teachers.” However, he seemed to have a dilemma in carrying a gun because he did 

not like it. He stated: 

Personally, I do not want to use the gun.  I do not like it. I bought the 
second hand gun that cost 25,000 baht (about $ 756). I always keep it in 
my car. Whenever the army officials or policemen asked me to practice 
shooting, I will join.  
 

He further stated that his teachers also carry guns to schools as well. As he remarked, 

“You know, actually almost 100% of my teachers bought a gun. About 20 teachers here 

including women teachers got a gun and they practice shooting with me at the same 

shooting base.” 

 Another principal from Zone B also carried a gun to school when he worked in a 

school in Province A. After he moved to Province C, he still carried it with him. 

However, his response seemed to be less expected because his school was not much 

affected by the unrest.  He said, “You know, whenever I went, I had to carry a gun. I got 

one, it costs about 85,000 baht (about $ 2,576).”  

When he knew that the violence increased, he decided to buy another one. He 

said, “When I was told that people were shot very often, I bought another one, costing 

around 40,000 baht (about $ 1,212) that I still keep with me.” He further stated that he 

bought a gun for his driver too. He said, “For my school driver, I bought a gun for him” 
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Interestingly, he said that many teachers at his school also bought guns. He cautiously 

stated:  

School teachers bought over 70 guns. We spent a lot of money buying 
guns. For me, I am very alerted to protect myself. Whenever I go, I must 
carry the gun with me. Actually, it is not the culture of people here to 
carry a gun to schools.    
 
Based on comments from the these principals, it indicates that buffering  

themselves from harm is a priority. Carrying the guns to school indicates the intensity of 

the violence in the region. Although they found that carrying a gun might not seem 

appropriate for schools and cost them a lot of money, it was a new demand and essential 

for them and their teachers to protect themselves from potential threats. Thus, one of the 

new roles of principals is to facilitate and approve teachers in buying and carrying a gun 

to schools. Based on the intensifying unrest, principals may have to address the issue of 

carefulness and confidentiality in carrying a gun to schools with their teachers.  

The above discussion illustrated expected responses of public school principals in 

dealing and providing safety for schools, school members, and themselves. The following 

issues will focus on other expected responses that principals used in dealing with 

business as usual, especially their students’ learning and school administrative work.  

Changing school schedules and dismissing schools earlier. Since the unrest 

affected school teaching and learning, public school principals practically responded to 

this problem by changing the school schedule and dismissing school earlier. For example, 

the principal from A4rural said: 

All people are scared. We distrust the unrest and we feel fear while we’re 
doing school activities. For this reason, we have to change the learning 
schedule for students. Before this, we dismissed the classroom at 4:30 
p.m., now we dismiss at 3:30 p.m. Except for Fridays, we dismiss the 
school at 4:00 p.m. because Muslim students have to go to pray. 
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The logics of action of this principal in changing learning schedule and dismissing 

school earlier aimed to assure safety for students and teachers. However, the above 

statements suggest that decreasing learning hours may affect the quality of learning 

achievement of students. Also, it may impact the teachers’ activity management because 

they have to cut off their activities and lesson plans. When students’ learning schedule is 

changed and students’ learning time is shorter, the principal may have to reorganize or 

provide extra times to ensure that students’ learning achievement does not decrease. His 

statements also indicate the adjustment of the principal’s school administration in the era 

of the unrest. Although he was challenged by the unrest, he still possessed high 

responsibility in terms of promoting the culture of Muslim students. Dismissing Muslim 

students to go to pray reflects that he was aware of his students’ cultural practices.       

Limiting and cancelling school extra activities. This study revealed that the unrest 

also affected schools in allowing their students to do both inside and outside extra 

activities. To respond to the unrest and to assure safety for students and teachers, schools 

limited and cancelled extra activities. For example, the principal from A1urban 

confirmed the impact of the unrest on school activities. He compared school activities in 

the past and after the unrest. “In the past, we held activities on weekends. Nowadays, we 

limit to provide activities on the weekends (since we are not sure about the unrest).” The 

principal from A2urban said that all evening activities at his school were cancelled.  

The principal of B3urban reflected on his experiences when he served as the 

principal of A2urban, stating that promoting extra-curricular activities for students 

became stagnant when he worked there. He claimed that school activities, particularly 

those held outside of the school were cancelled. After a series of violent activities, for 
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example, the home visit project was abandoned due to the unstable situation. He 

compared his experiences before and after the unrest below: 

The unrest also affected the home visit project. Now, the school doesn’t 
have this project anymore. In the past, the home visit project was 100%  
effective for the school to solve drug problems and students’ sexual 
relations. After the unrest, the school stopped doing this activity…It 
affected (my school) a lot, especially in providing activities for our 
students.  
 
Based on the comments above, canceling extra-curricular activities, especially the 

home visit project, may impact the relationship and care that the school provides for their 

students. It may be a challenging task for the principal in initiating practical activities that 

connect the school and their students together.    

Although schools located in Zone B and C were not significantly affected by the 

unrest like schools in Zone A, they still had indirect impact from the unrest. It was 

apparent that schools in Zone B and C had an indirect impact from the unrest in doing 

extra school activities outside schools. For example, the principal of B1urban who 

worked in Zone B said that he could not bring students to visit educational learning 

resources (e.g., historical sites and natural resources) located in Zone A because of the 

violence in the region. He stated that: 

I think [the unrest] impacts learning resources located in the three 
Southern border provinces. After the unrest, we can’t take students to 
those places. My students can’t learn things from authentic places. They 
just look at pictures. For example, the Wet Swamp (pseudonym) is one of 
the good places for students to learn about the ecosystem in the Southern 
part of the country (but the students can no longer go there). 
 
His comments suggest that the reason that he did not allow his students to learn  

from authentic resources outside of the school was because he distrusted the turbulent 

situations in the region. The above comments indicate that the unrest limits the 
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availability for students in doing extra activities, especially learning from outside schools. 

The above comments suggest that learning from pictures may not work for students 

because they do not learn from real situations. As a result, students lose the opportunity 

to learn from actual places and resources. This incident creates new challenges for the 

principal because he has to find new educational learning resources in the nearby region 

to support student’s learning. It is possible that the school may have to spend more 

money to create these new opportunities. 

Another expected response as discussed earlier was to deal with the “business as 

usual”, especially principals’ school administration. After the unrest, principals’ school 

administration was influenced by increasing violence. Public secondary school principals 

responded to this problem by a) finding a new place to work and b) disguising in casual 

clothes to work. Details of these less expected responses are discussed below. 

Suspending schools.  Suspending schools was another expected responses applied 

by school principals in high conflict areas, especially in Zone A in responding to impacts 

from the unrest on the school administration. It was one of critical strategies used by 

school principals to provide safety for school and prevent potential harms to school 

members. School principals decided to suspend schools when the unrest was intense and 

risky to school members. For example, the principal from A5urban reflected that 

“whenever the unrest happens, the school will be suspended”. The principal from A3rural 

explained that he had to suspend school whenever the violence emerged, but in fact, he 

did really want to do that. He stated: 

Sometimes, we were working in the school and then we were informed 
that we had to suspend the school because there was violence. This was 
bad in 2004, but it’s better now. When there were bomb explosions, we  
had to let students go back to their home. When there was an explosion at 
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Yawor (pseudonym), we were asked by the Teachers Confederation to 
suspend the school. Actually, we didn’t need to do that. 
 
The comments of the principal of A3rural indicated that it was risky to open  

school during the unrest. However, he seemed to be concerned that suspending school 

affected students’ learning. The principal from A5urban agreed that “the school is often 

suspended and it impacts students’ learning as well. They can’t learn very much due to 

the unrest.” The principal from A3rural explained that suspending school discouraged 

students to apply to study at his school. He stated:  

Because  of  the  unrest,  many  students from other areas don’t  dare  to  
attend  this  school. They said that schools in these areas were always 
suspended and students couldn’t study much. 
 
The above comments reflected that principals suspended schools when they were 

not sure about safety to their school members. We can assume that when schools are 

suspended, chaos may emerge. For example, parents may be concerned about their 

students’ learning. They may be also scared and concerned that the unrest may harm their 

children. Think about the comments of the principal of A3rural. When teachers and 

students were informed that there was a bomb explosion near the school and all of them 

needed to go home immediately, students and teachers might feel dramatic and chaotic 

like they were in a scene of a movie. We can assume that if the unrest or the situation like 

the one that happened to A3rural still continues, it will bring negative consequences to 

schools. If schools are often suspended, the learning achievement of students may 

decrease and students may move to study at other safer schools. However, school 

principals, teachers and students in Zone B and C did not encounter this problem because 

they were not significantly affected by the unrest. 
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Finding a new place to work. Finding a new place to work was another expected 

response applied by principals in high conflict areas in the era of unrest. After the unrest, 

most principals, especially those who worked in Zone A were scared to go to work at 

school. School principals believed that they needed to be aware of the potential problems 

when they worked in the province. For example, the principal of A1urban, the principal 

of A2urban, and the principal of B2urban received threat letters. The principal of 

A1urban who received the most threat and pressure, expressed that he was increasingly 

stressed, demonstrating how the threats have caused a psychological burden which was 

affecting the daily routine of his administration. A copy of a recently received letter is 

copied here in its entirety.  

Dear Principal, 
 
I’m a person who admires your administration for a long time. However, for my 
best wishes to you, I want to warn you to be extremely careful at this moment. 
There is somebody who is bad-intentioned to do harm to you. Please be more 
careful. If there is no necessity, do not walk around the school during the sport 
days [held by private Islamic schools]. I cannot inform you more than this. 

 Please believe me. 
 [Anonymous Sender]  
 
The principal of A1urban stated that this letter made him feel uncomfortable. He reflected 

that he was a kind of person who always worked hard and was energetic in developing 

his school administration. After he received the letter, he was scared but had no other 

choice but to remain employed by the school. He mentioned that he had nowhere to go.  

The above comments indicate that it was difficult for the principal to produce 

perfect task, since his administration was disturbed by the unrest. To develop his school 

administration, the principal from A1urban came up with a new expected response to 

improve his production. As the principal from A1urban said, he and many school 
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principals in the region responded to the violence by finding new places to work. For 

example, principals used the District Halls as their offices instead of going to schools, 

which meant they also adjusted regulations such as allowing their assistants to bring 

official documents to the halls.  He explained:  

School administrators in the region are not brave to go to work at schools. 
They have to follow the daily news and wait for about ten or fifteen days 
[to make sure that it is safe for them], [then] they would go to school. 
Some school administrators assigned their subordinates to bring them the 
school official files so that they can sign these documents. This activity is 
done at the District Hall Offices. This phenomenon has occurred for a long 
time. 

 
Based on his comments, working at the halls may prevent principals from harms, but it 

may not be practical for an effective administration. Teachers and students need morale, 

support, and care from principals if they work at schools.     

Disguising in casual clothes to work. Disguising in casual clothes to work was 

another expected responses applied by school principals. The principal of A1urban 

explained that sometimes his teachers and he dressed casually at school as a way to 

disguise themselves. His comments suggest that they did not want to be the targets of the 

insurgents. He said: 

The teachers and I come to school in casual clothes….it is very informal 
…no official uniforms20. However, this is not appropriate for us since we 
are government officials, you know. But we have to disguise ourselves 
and sometimes we wear sport uniforms to school. 
 
The principal from A4rural l also mentioned about the disguise of teachers and 

himself in going to work at school that:  

Also teachers (and I) come to the school in casual clothes …it is very 
informal and no uniforms. However, this is not appropriate for being a 

                                                 
20 Generally, teachers will wear official uniforms on the special educational occasions. In some schools, 
teachers are asked by school administrators to wear official uniforms once a week depending on the policy 
of schools.     
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teacher you know. But we want to disguise, sometimes we wear sport 
uniforms to school. 
 

My visits to schools in Zone A help confirm the principal’s comments. I saw that many 

teachers at schools in Zone A wore sport uniforms to work. They seemed not to have any 

concerns in wearing official uniforms. In contrast, I saw that principals and teachers in 

Zone B and C still wore official uniforms to schools.  Based on his comments, wearing 

official uniforms to schools may become a target for insurgents. For this reason, 

disguising in less casual clothes may distract from the insurgents’ eyes and teachers and 

the principal may feel more harmonious with community members when they inhibit in 

the region or come to work at their schools. Also, wearing less causal clothes may help 

decrease their tensions from the unrest and they can have more concentration to focus on 

their work.  

 

Unexpected Responses  

The concept of “unexpected response” was used to explore principals’ logics of 

action that did not conform to beliefs, attitudes, practices, or modes of conduct that are 

generally or conventionally approved or accepted. This concept was used to reflect 

principals’ “unexpected” actions and independent thoughts in responding to the unrest. In 

this study, I found three main actions of principals that fit unexpected responses 

including: a) inviting others to share school facilities, b) ignoring top authority’s 

commands, c) responding to transfer of students and teachers, and d) promoting 

multicultural education. Details of each response are discussed below.  
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Inviting others to share school facilities. Inviting other schools, especially  

private Islamic schools to visit and share school facilities was one of unexpected 

responses found in this study. For example, the principal from A1urban recognized the 

importance of his community members. During my visit to this school, the principal of 

this school allowed private Islamic schools from communities nearby to use the school 

facilities such as gymnasium and soccer fields. He said: 

We must include community members. The reason that we allowed 
private Islamic schools to hold sport days in this school today because we 
wanted them to be a safeguard and help protect the school. We must make 
them understand the current situations … and that’s why we allow them to 
come in school to do exercises. In the evening, if they want to use the 
soccer field…., I allow them to do so. So, you see, I’ve been open-minded 
to share school facilities. 
 
Based on his comments, it was apparent that the principal of A1urban believed  

that bringing community members to share facilities with school could make the school 

safe. Also, the school could promote and foster strong relationships with community 

members. However, allowing the community members to share facilities may affect the 

school administrative management. For example, sharing facilities may disturb teaching 

and learning of his students if the school switches the priority to outsiders especially 

private Islamic schools. As noted in Chapter Four, public secondary schools were 

competing with private Islamic schools in terms of attracting Thai Muslim students to 

attend their institutions. For this reason, sharing resources with outsiders may not be in 

his school members’ interests. In addition, the presence of private Islamic students and 

teachers may make his students and teachers feel uncomfortable because of the lack of 

trust among different groups of people existing in the period of violence. The principal 

may be brave and have a good intention in bridging his school with community members, 
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but he may have to consider the safety plan in protecting potential harm from insurgents 

for his students and teachers as well as his visitors. For this reason, he may have to 

carefully think in what level those community members should come and share facilities. 

As he realized, “we have to consider if it’s necessary or not (to allow them to share 

facilities)…. Anyone can come and use facilities for their activities, but it should not 

affect school teaching and learning.” To avoid difficulties in sharing facilities with 

community members and to avoid negative impacts on students’ learning and teachers’ 

teaching, the principal may have to establish a good management.   

Ignoring the governor’ command. Ignoring the governor’s command was one of 

unexpected responses enacted by the principal from B3urban, once who served as the 

principal in Zone A. During the unrest, his school was affected by the violence from the 

unrest, then this principal decided to suspend the school. Unfortunately, suspending the 

school displeased the Governor. Thus, the principal was commanded to open the school, 

but this principal insisted he could not do that due to the uncertainty of the safety to his 

students and teachers. Significantly, he got high pressure because he challenged the 

command of the governor. His action indicates that his priority in school administration 

was to provide safety for his school members. He recalled his story with high tone.    

At that time, other schools in the region were suspended due to the unrest, 
so A1urban and A2urban were also suspended. The governor of the 
province gave me a call to meet and told me to open the school. I said to 
him, “No, sir, I can’t do that”. The governor said that “actually teachers 
are safe and we will take care for you”. That was what he said, but I think 
sometimes the governor wanted to keep their face. Then, I said to him that 
I would not open the school. 
 
The above comments indicate that this principal’s action was very brave to  
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ignore the command of the governor although he worked under his authority in the 

bureaucratic system. Choosing to ignore the governor’ command and authority indicates 

his leadership challenges in communicating and negotiating with his top authority. 

However, his unexpected response created a problem for him as he said:  

you know…(talked with a high tone) when I worked in a school in Zone 
A, the governor used to command to transfer me to another school… He 
blamed me that I was the person who was behind the school suspension, 
but I replied “no sir… I was not. Actually, I was in the front line”. 
 

His comments seemed to challenge the governor’s power. His actions in ignoring the 

governor’ command seemed to be an “unexpected” thing to teachers when they perceived 

about his fight with the governor. Also, this principal wondered about the governor’s 

logic of thinking when he ordered the principal to open the school. He said:   

I had the meeting with my teachers about the school suspension. We love 
each other. Even the students loved their teachers and told me to suspend 
the school.  So I just wonder why the governor didn’t care about the safety 
of teachers? 
 
The logics of action of the principal of B3urban illustrates to us about his  

unexpected response, especially in not following the traditional rule or the command of 

the governor. In general, Thai officials strictly work under the bureaucratic systems and 

scalar chains. Subordinates have to follow the leaders. The logics of action of this 

principal was a special case of the principal’s leadership challenges in negotiating and 

communicating with his top leader.   

Responding to the transfers of teachers and students. Since the unrest has caused 

harms and losses to many people in the region, the concern for safety is paramount to 

teachers and students. Parents with means have transferred their children to other schools 

or regions not part of the danger zones. Teachers who are fearful for their lives have also 
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moved out from the schools. In this study, I found an unexpected response of principals 

in dealing with the transfers. After the unrest, principals approved the transfer of teachers 

and students without considering the official transfer regulations. Basically, it is time 

consuming for principals to proceed transfers of students and teachers in each academic 

year. For example, teachers who want to transfer to another school have to show their 

interests to their school leaders. From my experience, the process of transfer 

consideration will take about one year and will be approved by the top authority based on 

the official regulation.  

In this study, approving the transfer of teachers and students during the unrest 

indicate the flexibility of the school leaders in not implementing the traditional rules. For 

example, the principal of B3urban said that “there were approximately 20 teachers from 

the three Southern provinces moved to (my) school.” This principal also said that “A few 

days ago, a boy from Zone A whose father was shot to death transferred to us.” We 

thought of his safety, so we admitted him right away without a condition. The principal 

of B1urban one of the big schools in the province, related a similar story: 

There are many students who move here to study at this school. They 
claimed that they couldn’t stay in the three Southern border provinces. 
Their parents wanted to find a safer place for them and I gave them an 
opportunity to let them study here. In 2005, there were around 100 
students move to this school. This is a large number, you know.   
 

The principal from A3rural one of schools that is located in the danger zone in the three 

Southern border provinces shared a sad story about the death of one of his student’s 

parent, the reason that caused him to transfer to A2urban.  

Because of the unrest, many students (from other areas) don’t dare attend 
this school. They said that schools in these areas were always suspended 
and students didn’t study much…. The unrest obviously affects some of 
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our students as well…. Their parents died while they were cutting rubber 
for latex. Our student survived that event and he transferred to A2urban.  
 
Similar to the principal of B3urban, he said that “there are  

more than ten teachers running away from that serious situation to this school”. He 

further said that he was willingly to accept all teachers without conditions. He created a 

new policy to welcome teachers and students who were harmed by the unrest. He said           

“Frankly, I have a policy for the public officers’ children and teachers if they move to my 

school”.  

 The above comments indicate that principals seemed to understand the impacts of 

unrest on students and teachers. Instead of responding tightly to the bureaucratic 

traditional rules in accepting students and teachers in each academic year of his school 

plan, these principals responded passionately to welcome them to their schools. We can 

see that the principal from B3urban created an independent idea in initiating a policy to 

serve students and teachers who were affected by the unrest.     

However, the transfers (of students and teachers) have caused concerns and added 

pressure to principals, especially those who lost teachers and students to other schools 

which are safer than their schools. The above comments suggest that these principals may 

have to develop new strategies to guarantee the safety of their school members. Also, 

they may face challenges in motivating faculty who are still working in schools to work 

productively. The transfer problems have caused challenges for school principals in 

recruiting new teachers to replace those who moved out. I feel that it may be difficult for 

principals to recruit new professional teachers to work in the region since there are not 

many people who would want to work in the turbulent situations. The comments may 
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indicate that the transfer of teachers probably contributed to the decline in the number of 

teachers for schools in the region.  

In the meantime, the approval of students and teachers transfer to schools may 

create leadership challenges for principals, especially those who work in low conflict 

areas in reconsidering the administrative management. For example, for the case of the 

principal of B1urban there were approximately 100 students moved to his school. This 

suggests that there is an increase of students number to his school. This principal may 

have to reconsider how to manage his current resources to serve the new students. For 

example, a new classroom and building may be expanded to serve new students.  

Promoting multicultural education.  After the unrest, promoting multicultural 

education became a new phenomenon for school principals in Southern Thailand. I put 

this issue as an unexpected response because it was getting more attention from all people 

in the region. The school principals in this study thought that there were characteristics 

that catalyzed the unrest in the region. Basically, the principals believed that diversity in 

cultures, languages, ethnic groups, identities, and religions, were related to the emergence 

of the unrest. Based on the interviews with the school principals and my experiences in 

the region, I found that after the unrest, school principals were more aware of diversity of 

the region. This was an unexpected thing that school principals pay more attention on 

diversity. Based on my interviews, I feel that, the terms “multicultural education” was 

more recognized by people and educators. They realized that their schools did not consist 

of only a single society, but a society that differed in social backgrounds, ethnicities, and 

beliefs.    
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Based on the interviews, school principals thought that it was a new challenge for 

them to promote “multicultural education” in their schools. Understanding the multi-

society and responding appropriately to people from different backgrounds also 

challenges their administration. They thought that there were a lot of things they had to 

deal with, especially to make their people to accept, respect each other, and understand 

the idiosyncratic characteristics of the region. School principals believed that promoting 

multicultural education can help their school members to perceive and recognize the 

diversities of the school culture and the region. For example, the principal from Province 

A, School 1, urban recognized that Southern Thailand, especially the three Southern 

border provinces was a diverse region. He believed that it was his priority to provide 

suitable education that fit the nature of the people who came from different cultures. He 

said that managing multicultural education was a challenge for him. He stated:  

Umm…if we focus on the three Southern border provinces, they are not 
similar to other areas. In this region, we have to deal with many things. 
First of all, we have to manage multicultural education. This challenges 
our ability. In the daily work, we’ve to think how we can come up with 
and provide an appropriate education for people in this region which 
consists of Thai-Chinese, Thai-Thai, and Thai-Muslim. 

 
His comments suggest that he seemed to understand the nature of his region and 

knew how to respond to the diversity of the different groups of people. His comments 

also indicate that it may be a challenge for him to serve the needs of these people by 

providing practical multicultural education.  

In order to work effectively during the escalating violence in the region, the 

principal of B3urban believed that it was important for principals to focus on the culture 

and identities of the people. His comments suggest that it was critical for school 
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principals to understand the specific cultures of the region and the differences of the 

people. He believed that:  

For the unrest, I think the principals who are going to work in the 
Southern border provinces must learn to know and understand the culture 
of this region. Actually, the Thai culture and Muslim culture share 
similarity, but deeply in that similarity, there is a difference.  

 
To promote multicultural education, the principal from B3urban also focused on 

the issue of religion. He mentioned that it was important to understand the differences in 

terms of religious practices. Since students and teachers in his school were both Thai 

Buddhists and Thai Muslims, he felt open-minded to allow them to do their religious 

practices. He said:    

I think we must be generous in terms of the cultural integration (religious 
practices). For example, in the morning orientation, Thai students need to 
pray, right? So I think Muslim students want to pray for their god as well. 
I don’t think it’s strange if they pray for their god.  
 
He also believed that it was also important to respect the cultures of others,  

especially Thai Muslim people. The principal thought that they should have their right to 

act based on their cultures. He said:   

During the Thai Muslim’s fasting period at school, you know some Thai 
people are not interested in this religious activity. Muslim people may 
think that we do not respect them. As you know, Muslim students need to 
wear scarves to school; I think we have to accept this too.      

 
He also furthered noticed that a comparison of the two religions, Buddhism and 

Islam, should be seriously discussed at school. He thought that it was critical for teachers 

to bring up and integrate the issues of religion, art, and culture to teach their students. His 

comments indicate that teachers must play significant roles in promoting multicultural 

education at schools. This is what he said:        
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In terms of religion, I think a comparison of the two religions, especially 
good practices should be addressed. This is an essential thing to do, but we 
cannot do it [well] now. Therefore,… teachers must understand that 
religion, art, and culture are critical issues and they must teach their 
students to understand these issues.           

 
This principal also mentioned that to emphasize multicultural education, he 

recognized the king’s speech: “Khow Jai” (understanding), “Khow Tueng” 

(approaching), and “Pattana” (developing) as a critical tool in living together in the 

diverse society. He said: 

In living in the diverse culture, administrators should understand, 
approach, and develop the region. Yeah...this is the king’s speech and we 
should apply it. To approach means to reach the real needs of people. I 
have a personal belief that for Thai Muslims if we really understand them 
and approach their needs…and we are considerate to them, we can stay 
with them happily.  
 
The logics of thinking of this principal seem to be practical in promoting  

multicultural education. He had good understanding on the differences, identities, and 

needs of people, especially Thai Muslims. His thoughts were similar to the ideas of the 

principal from A4rural. He believed that it was a challenge for principals to understand 

specific culture and traditions if they want to work in the region, especially in the three 

Southern border provinces. He believed that principals who lack knowledge of traditions 

and cultures of the region were likely to be in trouble. He explained:  

I think that understanding the culture of this area is important. [The 
principals] who want to come to work here, but lack knowledge of 
traditions and cultures may be in trouble. They must know that Muslim 
people can’t do the same activities as Thai Buddhists do. If they have to 
do their activities separately from Thai Buddhists, it means that they really 
have to do so. But some people don’t understand this point [and they think 
why Muslim people have to do things differently from Thai Buddhists].  
                                                                                                                                                            
The above comments by different school principals in Southern Thailand reflect 

that promoting multicultural education in schools becomes a necessity for them in the 
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period of the increasing violence This study revealed that the crisis and the violence was 

a key catalyst for people and educators to seriously focus on the importance of 

diversities, mainly cultures, traditions, religions of people in region. Comments from the 

principals indicate that they have to play a significant role to lead their schools in 

promoting their schools’ understanding about multicultural education. The comments by 

principals also suggest that understanding multicultural education may help lessen 

tensions from the unrest. Also, promoting multicultural education help increase respect 

between different groups of people.  

 

Making Senses of Leadership Challenges from Cultural Unrest 

 This study illuminates the knowledge of public secondary school principals’ 

leadership in the era of unrest. This study revealed that the unrest in Southern Thailand 

created significant leadership challenges for public secondary school principals in the 

region. This study also revealed that the nature of unrest was very complex and really 

challenged school principals in dealing and responding to it because it created different 

kinds of impacts on school administration, especially on their students, teachers, and 

themselves.  This section aims to make sense of principals’ leadership challenges from 

the cultural unrest based on my logics of thinking and almost fourteen years experience in 

the region.  

 It was obvious that the context of the unrest in Southern Thailand was complex 

and intense to people in the region.  ฺThis unrest emerged in January 2004 was complex 

and intense because Southern Thailand has a long history and unique backgrounds in 

terms of its cultures, languages, religions, and beliefs as discussed in the literature 
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review. The study revealed that principals applied different responses in dealing with the 

unrest. Principals applied different responses in dealing with the unrest because the 

nature of their impacts from the unrest differed across school sites. However, we can see 

that strategies that they applied to respond to the unrest were based on the degree of risks 

and threats that they experienced in the region.  

 It was apparent that principals both in low and high intense areas applied expected 

responses to deal with the unrest because they did not want to increase degree of tensions 

among different groups of people. Principals, especially in both low and high conflict 

areas increased their levels of alertness because they know that the unrest tended to 

increase and harms and threats are unpredictable. For this reason, it created leadership 

challenges for principals to provide effective strategies in dealing with the unpredictable 

harms. It was unsurprising for principals in low conflict zone to apply expected response 

in increasing levels of alertness because they were afraid that the unrest might be 

widespread to their region.  

 This study also indicates that principals applied high expected responses when 

they felt that the degree of unrest was high. The responses such as suspending schools, 

having soldiers as safeguards, and carrying a gun to school reflected the high degree of 

threats and harms to schools. We can also say that the more threats they had, the more 

dramatic response they applied. These all expected responses were applied in areas with 

high conflict areas. At this point, it suggests principal’s leadership challenges because 

they have to work harder when the unrest tends to increase.  

 This study revealed that espoused values and experiences of principals intertwine 

with their unexpected responses to the unrest. The case of the principal from B3urban is a 
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good example of the unexpected responses. He was only the one of principals who dared 

to break the governor’ command (to suspend school for the safety of his students and 

teachers) although he knew that he worked under the bureaucratic system and scalar 

chain where the governor had the highest authority and power that influenced his work 

stability. We cannot really expect other principals in other schools to do the same thing as 

the principal from B3urban, who once served as the principal in Zone A. I believe that it 

is based on the common sense of this principal and his espoused values that he holds in 

school administration.   

 

Chapter Summary 

Chapter Five focuses on public secondary school principals’ leadership challenges 

from the unrest. This chapter elucidates that public secondary school principals across 

each province shared commonalities and differences about their experiences and 

perspectives on leadership challenges from the unrest.  However, this chapter revealed 

that principals in Zone A were much more challenged by the unrest than those who 

worked in Zone B and Zone C. In this chapter, the leadership challenges of principals in 

dealing and responding to the unrest was unfolded through the two main concepts 

including a) expected responses and b) unexpected responses. Overall, this study revealed 

that principals applied both expected and unexpected responses to deal with the unrest. 

Factors that influenced the applications of each response depended of the degree of 

threats and violence emerged in each school site as well as individual perspectives and 

espoused values of principals.  
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Chapter Four of this study discussed principals’ leadership challenges from 

education reform. Chapter Five illuminated principals’ leadership challenges in dealing 

and responding to the cultural unrest. Based on findings from Chapters Four and Five, I 

will discuss the main themes of the nature of principals’ leadership that emerged from the 

two phenomena. Details are discussed below.   

 

Overarching Leading Themes Emerging from Education Reform 

and Cultural Unrest in Southern Thailand  

 According to findings in Chapter Four and Five, this study found some significant 

themes of the nature of principals’ leadership that emerged from leadership challenges in 

the era of education reform and cultural unrest. Those significant leadership themes were 

a) increasing participation, b) transformational visions and changes, and c) recognizing 

ethical leadership. This section aims to establish a brief overview of the emerging 

leadership themes that were unfolded based on findings in Chapter Four and Five.  

I found that principals in the era of education reform were challenged by the 

complexities of educational reform policies and the nature of the cultural unrest. 

Principals across sites shared commonalities and differences in dealing with education 

reform and cultural unrest. Significantly, based on the logics of action of principals, they 

thought that increasing participation was a critical tool for them to increase the 

effectiveness of school administration. At this point, I found some themes of leadership 

in increasing participation. Those are a) protecting interests, b) securing operational 

funds, and c) securing the schools and patrons.  
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According to Chapters Four and Five, I found that principals held different 

visions in developing and changing their schools. They had a lot of things to do. That was 

a reason that transformational visions and producing changes became the second theme 

of leadership in this study. Based on Chapter Four and Five, it can be said that the 

rhetoric of educational reform policies and challenges from the unrest encouraged 

principals to initiate and deliver changes into their schools. In this second theme, I also 

found some subthemes that were deprived under the umbrella of the concept of 

transformational leadership. Those subthemes were a) articulating new alliances and 

common interests, b) articulating new operational norms and procedures (e.g., focusing 

of quality teaching and learning,  and changing (negative) attitudes of parents), and c) 

articulating a new understanding of boundaries (e.g., buffering schools and school 

members from harms, buffering core technologies, and promoting multicultural 

education).   

 Recognizing ethical leadership was the last main theme that was derived from 

findings in Chapter Four and Five. This study revealed that ethical leadership became a 

good tool of principals in releasing tensions and easing conflict in working in the era of 

education reform and cultural unrest. In recognizing ethical leadership, I found three 

themes of ethical leadership that principals held in dealing with education reform and 

cultural unrest including a) responsibility, b) care, and c) understanding, approaching, 

and developing (UAD). Each leadership themes that emerged in this study will be 

discussed more fully in the next chapter.  
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CHAPTER SIX  
 

 
THE NATURE OF LEADESHIP    

 
Introduction 

 
The literature review in Chapter Two suggests that principals are key leaders that 

influence school administration and management (Hart, 1993). Scholars believe that the 

effective administration and management of schools intertwines with principals’ 

leadership. Literature also illustrates that principals’ leadership is a key to successful 

change within schools. With strong leadership, principals can make things different 

(Drake & Roe, 1999). Although principal leadership is instrumental, the leadership roles 

of principals in the past and at present seem to vary in some aspects as stated by 

Kavanaugh (2005). Principals in the 21st century seem to have many things to do in their 

daily lives and they also encounter more complicated tasks than the past. For example, 

educational changes in the twenty-first century challenge leaders to increase 

accountability in the school (Portin and Shen, 2005). This also includes challenges in 

establishing relations with stakeholders (Kimbrough & Burkett, 1990).    

Public secondary school principals in Southern Thailand, for example, are 

challenged by the rhetoric of educational reform polices. These educational reform 

polices are new and complex. These are reasons that lead to challenges for school leaders, 

especially in understanding and implementing them. Their related stakeholders, such as 

parents and community members, have become more involved in school administration 

as stipulated by the National Education Act (NEA) of Thailand of 1999. Consequently, 

these stakeholders hold high expectations for school principals’ administration and 
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management including the success of their children’ learning. In the era of education 

reform, public secondary school principals also have to deal with challenges from the 

escalating violence that emerged in January 2004. Since the unrest created threats and 

harms to their school administration and school members, especially students, teachers, 

and themselves, principals had more challenges in responding to the unrest by creating 

strategies to buffer their schools and school members from potential harms. Due to the 

complex nature of these two phenomena, leadership roles of principals increase in 

complexities and challenges for their school administration (Matthews & Grow, 2003).  

In this study, leadership theories developed by Westerners’ perspectives offer 

concepts for the preliminary framework in unfolding the nature of leadership of 

secondary public school principals in Southern border provinces. The preliminary 

leadership perspectives described in this study are transformational leadership, 

transactional leadership, participative leadership, and ethical leadership. Details of each 

leadership theory and the way in which it helps inform this study were discussed in the 

literature review. These selected leadership theories are preliminary frameworks and they 

are useful in illuminating elements of leadership enacted by secondary school principals 

from different school sites in this study. Some elements of preliminary leadership 

perspectives may help explain particular incidents and the logic of actions of principals’ 

leadership emerging in a particular setting of Southern Thailand. Due to cultural 

differences, complexity of organizational structures, and instability of current 

environments encountered by school principals, leadership theory developed from 

Western perspectives may not ultimately elucidate the nature of leadership of principals 
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in non-western settings. For this reason, this chapter offers insights into the nature of 

leadership of public secondary school principals in Southern border provinces, Thailand. 

The main purpose of this chapter is to theorize the nature of leadership of public 

secondary principals in Southern border provinces, Thailand. By doing this, I will 

examine comments, beliefs, and perspectives including the culture of principals in 

dealing with education reform and cultural unrest. I will also explore and infer the 

underlying logics of action of school principals (Bacharach & Mundell, 1993) and make 

sense of the variation of their comments and actions across the sites with regard to 

education reform associated with the NEA of 1999 and the unrest that emerged in 

January 2004. Bacharach and Mundell define logics of action as “implicit relationship 

between means and goals that is assumed by organizational actors” (p. 423), while 

Larson (1997) defines logics of action as “underlying belief systems” (p. 312) that leaders 

use to operate and control their school administration. He also believes that school 

administration was managed in the “arena of political activity” (p. 314). Larson explains 

that school administration consists of two main frameworks: a) micropolitics (internal) 

and macropolitics (external). Larson further states that the micropolitical framework 

focuses on relationships and struggles between school leaders and individuals or groups 

subject to formal administrative control within school systems. In contrast, the  

macropolitical framework focuses on outside interest groups or groups that attempt to 

influence the inside operation of a school or school system. The discussion of this chapter 

will focus on findings from Chapters Four and Five of this study. To explicitly provide 

logical evidence in illuminating the nature of leadership of public secondary schools 
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principals in Southern Thailand, I will support my discussion with principals’ critical 

perspectives and comments that are related to findings from Chapter Four and Five.  

I will theorize the nature of principals’ leadership of public secondary schools by 

applying the Western perspectives (transformational, transactional, participative, and 

ethical leadership) that I used as my preliminary framework. I believe that the 

preliminary framework that I applied in this study may help me to understand the nature 

of leadership of school principals in Southern Thailand.  However, I also believe that 

those Western leadership theories are not universal and may not absolutely help explain 

the nature of leadership of school principals in Southern Thailand because the contexts 

and dimensions are different. Based on these ideas, the findings of this chapter may help 

the readers understand the nature of leadership that has been overlooked by Western 

perspectives. In this chapter, I will mainly focus on the nature of leadership of principals 

that emerged from the era of education reform and cultural unrest. At the end of this 

chapter, I will provide implications for practices, implications for policymakers, and 

implication for further study. 

 

The Emerging Leadership in the Era of Education Reform and Cultural Unrest 

As stated in the literature review, defining the nature of leadership has been 

complex and become an elusive problem (Daft, 1999). Crow and Grogan (2005) remark 

that although scholars provide numerous definitions of leadership, they still call into 

question how “leadership thought and practice has been formulated and expressed”       

(p. 362), especially in particular contexts and different cultures. Similar to that study, this 
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aims to explore the nature of leadership of public secondary school principals in Southern 

Thailand in the context of education reform and cultural unrest.  

This study reveals that the nature of leadership of public secondary school 

principals in Southern border provinces in the era of education reform varied across 

provinces. The nature of principals’ leadership can be seen and explained through 

individual responses and actions in regard to education reform and cultural unrest. It can 

be said that their leadership development was formed and influenced by both 

micropolitical and macropolitical issues including complex school discourses (e.g., 

working culture and bureaucratic system) and changing environmental contexts.  

As discussed at the end of Chapter Five, the main themes of the nature of 

leadership enacted by public secondary school principals emerged in the forms of 

attempts in a) increasing participation, b) transforming visions and producing changes for 

their organization, and c) recognizing ethical foundations. To elucidate the nature of 

leadership of principals in Southern Thailand, I would like to discuss these issues based 

on the following “mental model”. Figure 1 is the mental model of the nature of leadership 

of public secondary school principals in Southern Thailand in the era of education reform 

and cultural unrest. The dash line in the middle square indicates that the unrest has an 

impact on education reform. Leadership is a critical tool in the era of education reform 

and unrest. To deal and respond to the complexities of education reform and cultural 

unrest, three main leadership styles emerged in the two phenomena. More details are 

discussed below.  
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Figure 1. Mental Model of the Nature of Leadership of Principals in the Era of Education 
Reform and Unrest, Base Upon Findings of This Study.  
 

 
 

Increasing Participation 

As discussed in the literature review, scholars believe that school effectiveness 

depends on the proportion of involvement in which school members participate, 

especially in all aspects of school administration (Silin, et al., 1989). Somech (2005) says 

that “recent education reform movements often conclude that participative leadership is 

the preferred strategy for attaining school improvement” (p. 790). He agrees that 

participation enhances school effectiveness and commitments and also provides followers 

opportunities to be involved in decision-making processes. Yukl (2005) explains that 

participative leadership is a form of management processes. He further says that the 

nature of participative leadership “involves the use of various decision procedures that 

allow other people some influence over the leaders’ decisions” (p. 81). Delegation and 

empowerment are parts of participative leadership. 

Logics in increasing participation can be seen from different strategies.  One is 

bridging and buffering strategy (Ogawa, 1998; Scott, 1998).  According to Scott (1998), 

bridging strategy is used to manage and enhance relations within and outside 
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organizations. In contrast to bridging, buffering strategy is applied to protect core 

technologies from uncertainty or interference from environment. Buffering is also used to 

block or limit access from potential harms that may be introduced to organizations.  

In this study, it was found that there were some logics of action as well as 

perspectives of secondary school principals that indicated principals’ leadership in 

increasing participation in school administration especially in the era of education reform 

and cultural unrest (e.g., establishing networks and bringing parents and community 

members to do school fundraising and protect schools). This study showed that the nature 

of participation that significantly emerged in the era of education reform appeared in 

many forms and varied across sites. One significant strategy that principals applied to 

increase participation among different groups of people was “bridging and buffering 

strategy”. This strategy was applied to a) protect interests of secondary schools, b) secure 

operating funds, and c) secure schools and patrons.  

Protecting interests. As I discussed in Chapter Four, after education reform, 

primary and secondary schools were restructured to work under the jurisdiction of the 

Regional Educational Service Area (RESA). The new policy in restructuring the 

administrative structure and management systems created frustration and disharmony as 

well as competitions between secondary schools and the RESA. Due to this phenomenon, 

public secondary principals voiced their problems to the RESA, but it seemed that their 

concerns were not significantly responded by the top authority (RESA). Looking through 

the macropolitical (external politics) framework (Larson, 1997), it can be explained that 

the RESA and public schools had different interests. Also, most administrators from the 

RESA were from primary schools and they seemed to favor primary education. In 
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addition, public secondary school principals found that the quality of their secondary 

school administration was impeded by the new administrative structure. As noted in 

Chapter Four, the public secondary school principals protected their interests by 

establishing school networks among public secondary schools. Their logics of action in 

establishing school networks were to have an affiliation. The responses of principals in 

establishing secondary school networks indicate the nature of their leadership in 

increasing participation with other secondary schools. Secondary school principals came 

and shared their concerns and perspectives in promoting the effectiveness of their school 

administration. The logics of action of principals in creating participation with other 

public secondary schools may suggest that they focus on building relationship, 

communication, and collaboration in solving problems (Shields, 2004). 

In addition, as I discussed in Chapter Four, public secondary schools principals 

increased their participation in school administration by initiating a secondary 

educational development plan in developing the quality of school administration. This 

plan was initiated by secondary school principals because they felt that their academic 

administration was overlooked by the RESA. This was a significant logic in buffering 

their interests from uncertainty (Ogawa, 1998), especially when their schools were under 

the jurisdiction of the RESA. Their logics of action in establishing the secondary 

educational development plans reflected the nature of their leadership in solving their 

administrative problems that were affected by the new administrative structure and 

management systems.  

Securing operating funds. The nature of secondary school principals’ leadership 

in increasing participation can be also seen from logics of action of school principals in 
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doing fundraising and increasing operational funds. OEC (2006a) says that schools in 

Thailand encountered the scarcity of funds. In solving the shortage of school budget, 

principals across sites tried to bring external stakeholders, especially parents, community 

members, and other private sectors to support and donate to the schools. For example, we 

can see the nature of the principal’s leadership who worked in a rural area with high 

conflicts and a principal from urban area with high conflicts in dealing with the shortage 

of his school budget in the era of education reform. These principals demonstrated their 

leadership by asking parents for extra money. They invested the supported money to buy 

computers to support their students’ learning and school activities. We can see that 

principals secured operational funds by bridging with parents because they wanted to 

gain their participation (Ogawa, 1998), especially in alleviating the lack of funds.  

To secure the operational funds of the schools, principals from affluent zone who 

worked in urban areas with moderate conflicts demonstrated their logics of action in 

attracting parents and students by introducing an English Intensive Program taught by 

native speakers. Students who joined this program had to pay much more money than 

regular learning program because hiring native speakers to teach in this special program 

cost schools a lot of money. For example, principals in the urban areas with moderate 

conflicts reflected that they were successful in raising money from this program because 

they got good support from parents. Principals in urban areas with high conflicts also 

initiated English Intensive Programs for students, but they were not successful because 

schools got impacts from the unrest. This discussion indicates a competition of schools in 

the region in increasing operational funds. It seemed that schools in low conflict areas 

were more successful in raising the money than those in high conflict areas.    
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Although principals demonstrated participative leadership in promoting 

fundraising and increasing their operational funds for schools, they remarked that doing 

fundraising for schools in the period of economic downturn and cultural unrest was very 

challenging. For example, the principals from an urban area with high conflicts remarked 

that the unrest decreased the income of parents and then they could not donate much 

money for school. Similar to the principal in rural area with low conflicts, he remarked 

that the socio-economic statuses of his parents were pretty low. He explained that most 

parents in the area were farmers and not affluent. These comments are in accordance with 

the study of Boonchaoy, Vanitsuppavong, and Boonchoy (1995). They reported in their 

study that rural parents in the South had low-economic statuses and most of them were 

poor. He further said that the low economic status of parents affected their capacities in 

donating the money for school. He said that parents could not help much because most of 

them were farmers and fishermen. In contrast, principals in urban areas with moderate 

and low conflicts reflected that there were some affluent parents who were very 

supportive in donating money for schools. This study also indicated that after the unrest 

affluent parents from high conflict areas transferred their children to study at schools in 

moderate and low conflict areas. These groups of wealthy parents seemed to help 

increase the capacities of schools in moderate and low conflict areas in securing 

operational funds.    

 Securing the schools and patrons. This study revealed that public secondary 

school principals in Southern Thailand also increased participation by bringing related 

stakeholders to help secure schools from the unrest that emerged in January 2004. The 

finding of this study is similar to the study of Al-Jaber (1996). He reported that school 
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principals in Kuwait had a critical leadership role in securing schools after the Iraqi 

invasion of Kuwait. As I discussed in literature review, the unrest really affected school 

administration (especially in high conflict areas). To deal with the unrest, principals 

applied different responses to protect their schools and school members from threats and 

harms. For example, the principal from a rural area with high conflicts showed his 

expected response in increasing participation by collaborating with his school members 

to help watch the school. He collaborated with community people and they volunteered to 

monitor safety for his school. Also, principals in the region demonstrated their leadership 

by bringing soldiers to be their school safeguards. This strong buffering strategy became 

a protective response for principals to assure the safety for schools. Principals, especially 

in high conflict areas demonstrated their leadership by collaborating with the military 

officials in planning the safety for the schools. The principal from an urban area with 

high conflicts asked for collaboration from the province to send soldiers to help protect 

the school. Another principal in an urban area with high conflicts participated in the 

discussion for providing the safety for his school.  

Another principal in an urban area with high conflicts also bridged relationship 

with his community members, especially after the erosion of trust between Thai Muslims 

and Thai Buddhists. He showed his unexpected response in promoting participation by 

allowing private Islamic schools in the communities nearby to hold sport days for 

students although his school members had fear of the unrest.  He also allowed private 

schools to share and use his school facilities such as school gymnasium and soccer field 

although he knew that it was risky to allow outsiders to visit school in the intense 

situation. However, he believed that bringing private schools to use and share facilities 
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could make school safe.  It can be said that securing schools and patrons by participating 

with related stakeholders is a new nature of leadership after the escalating conflicts due to 

the cultural unrest.  

 

Discussion of Leading Participation  

The above discussion provides an insight with rich descriptions about the nature 

of principals’ leadership that emerged in the context of schools in Southern Thailand.  

Based on the above discussion, it may help illuminate the emergence of the nature of 

public secondary school principals’ leadership in the era of education reform and cultural 

unrest. We can see that principals in Southern Thailand developed different strategies in 

increasing the environment of participation in order to enhance the effectiveness of 

school administration in the complex and turbulent time. However, there are some factors 

that can impede school principals’ leadership in leading participation in the era of 

education reform and cultural unrest. This section aims to discuss limitations that may 

hinder the principals’ leadership in increasing participation in Thai contexts. Those 

factors are a) bureaucratic and hierarchical system, b) collectivism, c) current economic 

contexts, and d) participative gap.   

Bureaucratic and hierarchical system. Dimmock and Walker (2000) seem to be 

right that contexts and societal cultures of developing countries underpin the 

development of educational leadership, management, and policy. Their ideas seem to fit 

the educational leadership in Thai contexts and the findings of this study. As I discussed 

in the literature review, Thai principals work under the cultural contexts, especially the 

bureaucratic and hierarchical system (Laohavichien, 1984; Hallinger and Kantamara, 
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2001). This claim will become more significant if we see educational structures that I 

provided in Chapter Four. Thai educational administration and management run under the 

scalar chains (see Figures 1 and 2). Based on findings of this study, we can see that 

power and authority is still centralized in the RESA.  

Yukl (2005) says that two main factors that enhance participative leadership are 

delegation and empowerment. In reality, based on this study we can see that delegation 

and empowerment in the Thai contexts have not much been promoted. My claim is in 

accordance to the study of the OEC (2006a). The OEC reported that delegation and 

empowerment still have a problem due to the ambiguity of the official regulations and 

roles of the committee in the RESA.  Practically, if the RESA follows the new Act of 

1999 focusing on decentralization, the RESA and schools should work together by 

sharing authority and increasing participation in developing education for people in the 

region. Unfortunately, the RESA did not distribute empowerment and delegation to 

schools, especially in terms of teachers’ promotion and material purchases as I discussed 

in Chapter Four. This problem created an unbalanced relationship between the RESA and 

secondary school principals. This is a cause that may impede principals’ participative 

leadership in Southern schools.  

Explained by the concepts of macropolitical framework (Larson, 1997), we can 

see that administrators from RESA and secondary schools had different interests and they 

also competed in terms of shared power and authority as noted in Chapter Four. Public 

secondary schools thought that most administrators in RESA were from primary schools 

and they were not professional. These administrators from primary schools had focuses 

on primary education and they were superior to secondary school principals. This may 
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cause the RESA to expect the followers (public secondary principals) to follower orders 

and work under the hierarchical system. Working under the bureaucratic and hierarchical 

system, delegation and empowerment from the RESA may not occur easily in the 

schools. Based on this phenomenon, Chothikhunchorn (1993) may be right that in the 

bureaucratic system, there is a lack of unity of administration among different 

educational institutions in Thai educational systems.  

Collectivism. Another factor that may impede the climate of Thai schools in terms 

of participation is the collectivism. Hofstede (2001), Burn and Thongprasert (2005) and 

Gorman and Dorner (2006) say that Thai culture is highly recognized as collectivist. This 

culture is a contrast to Western culture that is recognized as individualist. According to 

the Hallinger and Kantamara (2000) and Hallinger (2004), Thai principals created a 

family-like atmosphere and attached high value to teamwork. This claim fits the findings 

of this study. Due to the distrust with the RESA, school principals increased participation 

by reaching out for alliances in the same educational levels. They bridged their 

relationship with other secondary schools to create a climate of participation in 

developing secondary education. Secondary principals did not establish networks with 

primary schools. We can see that principals will have collaboration with groups that have 

similar or same interests. These examples indicate they “look primarily to their social 

groups” (Hallinger & Katamara, 2000, p. 192) rather than outsiders. When they look 

primarily to their social groups, they buffer others (primary schools and the RESA) from 

their operational norms. This situation may be a cause that hinders their collaboration in 

developing education with other different groups.    
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Current economic contexts. Principals across sites brought stakeholders, 

especially parents and community members to do fundraising due to the lack of funds. 

They tried to increase participation and encouraged parents to do fundraising. However, 

doing fundraising in the era of Thai economic downtown and cultural unrest was very 

challenging for schools in rural areas. This comment is in accordance with other scholars. 

They suggest that the economic contexts in developing countries may impede school 

fundraising. For example, Oplatka (2004) says that one of the administrative 

characteristics of school principals in some developing countries is the function of fund-

raising. Continuing economic crises make it less possible for the government to provide 

adequate subsidies for education; thus, schools have to survive in conditions where 

resources for education are increasingly scarce. Chothikhunchorn (1993) remarks that for 

Thai school contexts, there is an inappropriateness of budget and resources allocation and 

management. This study revealed that the per-head support did not work for schools in 

rural areas. This is because there is the shortage of budget and resources in rural schools. 

One example of this problem occurred in a rural area with low conflicts. This school 

joined “School in Dream Project”, a government project encouraging schools to seek 

resources in the community. In fact, the principal of this school complained that he could 

not bring the community members to help support the school due to the lack of resources 

in the area. This issue indicates that the environment of the participation of schools, 

especially in rural areas depends on the economic context. In contrast, educated and 

affluent parents who were from high socio-economic statuses could support schools very 

well. This seems to reflect that there is a gap of parents’ statuses in Thai society.  
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Participative gap.  The atmosphere of the educational participation in Thailand 

did not only depend on the economic context, but also the cultural context, especially the 

beliefs of stakeholders in becoming a part in providing education. In terms of the 

schooling culture, Oplatka (2004) remarks that related stakeholders’ involvement in 

school administration has gained considerable attention in Anglo-American literature, but 

scarcely mentioned with regard to principals in developing countries (including 

Thailand). He also states that parents in developing countries believe that the government 

is responsible for a host of educational aspects. The MOE of the developing countries 

develops a unified national curriculum, syllabus, materials, and exams and guides 

funding and staffing of schools. “The result of this condition is likely to be a limited role 

of principalship towards a more administrative function, lack of innovative and pro-active 

management, and a tendency to employ an autocratic rather than participative leadership 

style (p. 431).  

Chothikhunchorn (1993) also states that the educational provision has not served 

the needs of Thai people. There is lack of participation from community members to take 

part in educational provision. In addition, these people have not had significant sense of 

belongings in becoming a part of managing and providing education for their children in 

their communities (OEC, 2006a). The study of Hallinger and Kantamara (2001) was 

similar to this their ideas. They remark that there is a participative gap in Thai culture in 

terms of creating community participation. In Thailand, for example, parents think that 

educational provision is the responsibility of the government and the schools. (The 

principal from an urban area with low conflicts also complained about this problem.) 

They also remarked that obtaining the active and authentic participation of related 
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stakeholders was perhaps the most difficult obstacle the leaders faced. The reason was 

that some parents still lacked awareness in becoming a part of providing education as 

stipulated in the NEA of 1999 (OEC, 2006a).   

Due to the cultural contexts and current school contexts, it can be concluded that 

the climate of participative leadership may be incongruent with the demands of the new 

reform logics. The above problems seem to create tensions and obstacles for school 

principals in promoting their participation with their superiors (RESA), followers 

(teachers), and related stakeholders (parents and community members). In addition, the 

capacities of principals in promoting participation inevitably depended on the school 

environment, especially as impacted by the unrest. This study obviously elucidated that 

the unrest harmed teachers, students, and principals. This problem created fear and 

affected the environment of participation between schools and community members. This 

was another issue that impeded participation between schools and stakeholders. In sum, 

participative leadership in Thai school contexts was limited by the cultural contexts and 

current complex environment of schools in the region.   

 

Transforming Visions and Producing Changes  

Another element of theoretical framework that underlines this study is 

transformational leadership. As discussed in the literature review, transformational 

approach is another critical factor in developing an organization. One of the ultimate 

goals of this approach is to create changes for the organization. Transformational leaders 

are visionaries who inspire and motivate their subordinate to become leaders in their 

organization. For example, Leithwood and Jantzi (2000) believe that transformational 
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leaders are problem solvers who can cope with problem conditions in many life 

situations. Leaders inspire, motivate, build school visions, and provide individualized 

support for their colleagues while they are working in the changing environment. Burns 

(1978) says that transformational leaders uphold followers’ consciousness level about the 

importance and value of designed outcomes, strategies as well as ways of accomplish 

them. Bass (1987) states that transformational leaders inspire followers to transcend their 

self-interest for the sake of group, team, or organization.  

This study also revealed elements of leadership that are related to 

transformational concepts. Based on the principals’ perspectives and their logics of action 

in dealing with education reform and cultural unrest as I discussed in Chapters Four and 

Five, significant elements of leadership related to transformational approach were also 

found in this study. As stated at the end of Chapter Five, the elements that were related to 

transformational leadership appeared in the forms of transforming multiple visions and 

producing changes. Those visions and changes focused on a) articulating new alliances 

and common interests, b) articulating new operational norms and procedures, and c) 

articulating a new understanding of boundaries. Details about each element of leadership 

are discussed below. 

Articulating new alliances and common interests. As noted in Chapter Four, 

public secondary school principals encountered leadership challenges in working with the 

RESA. They claimed that the RESA overlooked secondary school education, especially 

in terms of secondary academic development. They asserted that most of the 

administrators from the RESA were originally from primary schools. For example, 

principals from rural and urban areas with high conflicts (Zone A) reflected that 
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administrators from the RESA seemed to put priority and favor to primary school 

administration. Principals in this study showed their logics of action in solving the 

problem by establishing school networks with other secondary schools. The reason in 

establishing school networks was to have alliances so that they could discuss and share 

their concerns, problems, as well as guidelines in developing secondary academic 

education. Logics of action in reaching out to collaborate with their alliances indicated 

that principals wanted to maintain the same common interests with schools in the same 

educational level.  Another logic of action to show that principals maintained their 

common interests could be observed from the initiation of the development of public 

secondary educational plan. This plan was initiated as a legal framework for public 

secondary school administration.  

During my data collection, I also saw evidence of articulating new alliances, 

especially among public secondary schools. During my interview in the region, I saw a 

group of administrators and teachers from a school located in a rural area with high 

conflicts (Zone A) visited a school in an urban area with low conflicts (Zone C). Teachers 

from Zone A who visited the school in low conflict area told me that their school had a 

school network with an urban school with low conflicts. Also, these two schools joined 

the “School in Dream Project”. Teachers told me that their administrators brought them 

to observe and exchange ideas about school learning and teaching management with the 

school in a low conflict area. This example can indicate visions of principals in 

establishing relationships with other schools in the same educational level. We can also 

see that after the unrest, administrators and teachers from high conflict areas collaborated 

and visited the school in low conflict areas because it was safe for their school members.  
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Articulating new operational norms and procedures. This study found that 

principals held different visions in developing their operational norms in the era of 

education reform and cultural unrest. One of the grand visions was to develop the “core 

technology”, especially teaching and learning. After education reform, principals across 

sites recognized their priorities and procedures to uphold the success of their students’ 

learning achievement as well as the quality of school teaching. In addition, parents and 

community members became more involved in school administration. Principals held 

new visions in dealing with their parents’ involvement focusing on their needs and 

expectations. The following discussion focuses on principals’ logics of action in 

developing “core technology” and responding to their stakeholders’ involvements and 

needs.  

 Focusing on the quality of teaching and learning.  In this study, I found  

some logics of actions of school principals in transforming visions and producing 

changes in their school administration. One of their visions was to bring change in 

learning and teaching. Principals across sites recognized that the teaching paradigms had 

changed after education reform. They encouraged their teachers to change their teaching 

styles in alignment with the new polices. For example, the principal from a suburban  

area with moderate conflicts stated that after the reform, the system of national testing  

had changed21 to respond to the new teaching and learning. Teaching and learning 

focused on students’ critical thinking skills. Based on this issue, he encouraged his 

teachers to teach in critical ways. The principal from an urban area with high conflicts 

                                                 
21To pass the new university entrance system, students need to take two national tests including the 
Ordinary National Education Test (O-Net) which focuses on mathematics, Thai, social studies, English, and 
science and the Advanced Educational Test (A-Net) which focuses on testing students’ analytical and  
synthetic thinking abilities and problem-solving skills. In the new entrance system, students’ GPAs will be 
used in consideration for the admission as well.  
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also showed similar vision in promoting students’ learning. He tried to encourage 

teachers to shift from rote learning to a student-centered approach. This principal was not 

only a visionary leader, but also a change agent. In Chapter Four, I mentioned the 

competitions among secondary schools in the region. We can see evidence indicating that 

this principal was a change agent. In an educational contest in the province, students from 

this school could beat other schools, especially an urban school in the same high conflict 

area. This urban school in the same high conflict area was more famous than his school. 

He could make students win in many competitions. He told me that his teachers trained 

students pretty well before the competitions. Also, he applied educational technology 

such as computer and invested in restructuring an educational center such as an English 

laboratory to support teachers’ teaching. Under his leading roles, it can be shown that he 

could uphold the level of the school success, especially in learning and teaching.   

Other significant logics of action in promoting learning achievement can be 

observed from the leadership of the principal from an urban area with moderate conflicts 

who had served as the principal in a school in the high conflict area. This principal 

initiated a new intensive program for students who suffered from the impacts of the 

unrest. He considered that his school got significant impacts because it was suspended 

very often due to the unrest. Inevitably, it affected his students’ learning, especially 

students in grade twelve who were taking the national entrance examination.  This 

situation increased his concerns in increasing the quality of his students’ learning amidst 

the unrest. He collaborated with other school principals in holding a tutoring course for 

students so that they had confidence for their entrance examination.  
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Another principal from a school in an urban area with moderate conflicts also 

showed similar logics of action in bringing changes, especially in terms of teaching and 

learning in schools. He paid attention to teaching critical thinking skills and team work. 

He also encouraged students to apply their knowledge in their career. These similar logics 

of action in facilitating effective teaching and learning, as well as students’ critical 

thinking skills, indicate the nature of principals’ leadership in cultivating good learning 

and teaching environment in schools.  

Changing attitudes of parents. In this study, I also found another vision of  

principals, especially in terms of changing (negative) attitudes of parents. Principals 

across sites, especially big schools located in urban areas mentioned that they needed to 

change parents’ perspectives about school learning and teaching management. For 

example, the principals from urban areas with moderate conflicts tried to explain to 

parents not to concentrate too much on teaching for tests and tutoring outside schools. 

They also talked with parents in the school meeting and tried in every way to encourage 

students to respect their career and colleagues not just to pass the university entrance 

examination. Principals commented that the ultimate goal of parents in sending their 

children to school was to pass the entrance examination. The principals tried to explain to 

parents that the new teaching shifted from the traditional teaching to the student-centered 

approach focusing on the student's needs, abilities, interests, learning styles with the 

teacher as a facilitator of learning. Their logics of action in communicating with parents 

indicate the principals’ visions and understanding in providing education in the era of 

education reform based on the NEA of 1999. They wanted parents to understand that the 

aim of educational provision in the era of education reform was to develop changes for 
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schools and develop their children to become successful learners in cognitive, physical, 

and affective domains (OEC, 2004).   

Articulating a new understanding of boundaries. The principals in this study not 

only demonstrated their leadership in transforming visions and changes for effective 

school administration and management, but they also held creative visions in dealing 

with and responding to the impacts from the unrest. Based on the findings in Chapter 

Five, the most significant logics of action of public secondary school principals in the era 

of cultural unrest was transforming specific visions in protecting their boundaries, 

especially the safety for schools and maintaining their administration and management in 

the turbulent environment. For example, after the unrest, schools in Zones 1 with high 

conflicts got significant impacts from the unrest. As managers of the institutions, 

principals initiated many visions to protect their schools’ properties and school members 

from harms. They also articulated visions in maintaining the school administration and 

management amidst the turbulent circumstances. Details about their visions are discussed 

below.  

Visions in buffering schools and school members from harms. This study  

revealed that the logics of action in transforming visions and changes appeared in the 

reforms of initiating and developing specific administrative strategies to protect their 

boundaries and deal with the unrest. In dealing with the unrest, the principals, especially 

in Zone A with high conflicts mainly applied buffering strategies (Ogawa, 1998) in 

preventing harms from the unrest. Principals buffered their schools in order to protect 

impacts on “core technology” (e.g., teaching and learning) from environmental 

uncertainties and instability (Scott, 1992).The main purpose of buffering strategies was to 
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provide safety for their school buildings and school members. Since the unrest affected 

schools, principals placed the safety issue as a priority for their school administration. 

According to Chapter Five, principals developed different strategies in dealing with the 

unrest. For example, the principal from an urban school with high conflicts provided a 

benign response in dealing with the unrest by strictly closing and opening the school 

doors while the principals from Zone C with low conflicts were not strictly with this issue 

because their school did not get significant impacts from the unrest. Carrying a gun to 

school was a dramatic response to the unrest and it became a dispute among educators 

and parents. However, principals affirmed that it was crucial to carry it because it was 

priority that they had to protect themselves from harms. At this point, we can see the 

logics of action of principals in communicating and convincing stakeholders to 

understand their logics of thinking. In order to buffer themselves and their teachers from 

harms, principals agreed to change their uniform from wearing official dresses to casual 

dresses when they came to work at schools. For example, the principal from an urban 

area with high conflicts said that he had to disguise himself by wearing casual clothes to 

work at school, but this did not happen in schools in moderate and low conflicts areas 

(Zone B and 3). At this point, we can see the logics of action of this principal in 

distracting insurgents as well as promoting their confidence to come to work.  

Visions in buffering core technologies. Another significant vision of  

principals came from their logic of action in buffering “core technology” (Scott, 1992; 

Ogawa, 1998), especially teaching and learning in schools. However, this did not 

significantly happen in schools in Zones 2 and 3. In Chapter Five, principals commented 

that their schools were occasionally suspended whenever they were warned about the 



 

 

 

211

potential harms or after the losses of their school members. Principals from urban areas 

with high conflicts showed their logics of action in dealing with the unrest by 

reorganizing their learning and teaching management. They dismissed the schools 

earlier22 and also changed the timetable. Their response in changing the learning schedule 

indicate that principals wanted to assure that their students were safe from harms and the 

unrest did not affect their students’ learning.  

  Visions in promoting multicultural education. Based on the leadership 

challenges discussed in the Chapter Five, I found a very new leadership of principals in 

dealing with education reform and the unrest. This study showed that principals in 

Southern Thailand emphasized a new vision in promoting multicultural education, 

especially understanding of cultures, religions, and traditions between Thai Buddhists and 

Thai Muslims. This unexpected response seemed to be a new phenomenon for school 

principals in Southern Thailand. Based on my experience for almost two decades staying 

in the region, in the past people lived together without difficulties or conflicts because 

they thought that they all were Thais and they seemed to take for granted ethnical and 

cultural issues. The term multicultural education was not much emphasized by educators 

at that time. After the unrest, this term was recognized by educators, policymakers, and 

school principals. For example, the principals from high conflict and moderate conflict 

areas were aware of the importance of multicultural education in their school 

administration. They discussed and compared the traditions and cultures of the 

predominant people (Thai Muslims) with their colleagues and students.  

                                                 
22 According to the principals from Province A, before the unrest, most schools dismissed at 4:30 p.m., but 
after the unrest most schools dismissed at around 3:30 p.m. to assure safety for their students.  
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Leadership emerged when principals paid active attention to cultures of the Thai 

Muslims. For example, the principals from high conflict areas and moderate conflict 

areas showed their logics of action by supporting Thai Muslim religious practices and 

taking part in Thai Muslims’ activities. The principal from an urban area with high 

conflicts developed a new curriculum to serve needs of Thai Muslim students, especially 

the religious studies. Another principal from an urban area with high conflicts paid 

attention to the visions of multicultural education by providing appropriate education for 

people who were from different cultures and ethnics, especially Thai Muslim students. 

There were other responses showing that he possessed visions in terms of multicultural 

education. For example, he provided strong support toward the promotion of Thai 

Muslim cultures. He supported Thai Muslim students to pray for their gods at the Central 

Mosque. He also supported his students to wear scarves at schools. This is similar to a 

principal from an urban area with moderate conflicts, once who served as the principal in 

a high conflict area. He said that he dressed like Thai Muslims when he participated in a 

religious activity.  The principal from an urban area with low conflicts also showed his 

vision in promoting multicultural education. He had a good communication with students 

and teachers and promoted understanding about the culture of Thai Muslims. He also 

promoted the unity of students and encouraged them to understand the nature of the 

unrest that happened in high conflict areas.  

The above logics of actions indicate that principals across sites responded 

differently in recognizing multicultural education. Since the violence from the unrest 

created distrust, pressure, anxiety, and fear, recognizing multicultural education seemed 

to be one of the critical agendas that could ease a range of existing problems. Principals 
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expected that their leadership in paying more attention and supporting cultural and 

religious practices helped improve tensions, especially from the erosion of trust among 

different groups of people in the region. 

 

Discussion of Transforming Visions and Producing Changes  

It seems that the above discussions are supportive of the literature review which 

calls for principals to focus on articulating visions and changes. For example, Leithwood 

(1993) states that one of the dimensions of transformational leadership is to identify and 

articulate visions to educational administration. Daresh (2002) says that effective leaders 

must provide a sense of vision to school. They have to articulate what their schools are 

supposed to do. Yukl (2005) says that one of the most important visions of leaders is to 

monitor the external environment and identify threats and opportunities for the 

organizations. Schein (1992) states that in the rapidly social change, it is crucial that 

leaders are able to responsively and effectively deal with its changing environment. 

Ginter and Duncan (1990) suggest that leaders need to be able to deal with a wide range 

of circumstances and trends that are likely to influence their organization.  

The above discussion provides an insight about the nature of principals’ 

leadership in transforming their visions and school changes in the era of education reform 

and cultural unrest. This study revealed that principals held different visions in producing 

changes in the era of education reform and cultural unrest (e.g., increasing teaching 

quality and learning achievement, changing parents’ (negative) attitudes, buffering 

schools from harms, and promoting multicultural education). Despite principals placed 

efforts in bringing changes into their schools, we may have to accept that it may not be 
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easy for principals to transform their visions into practices because the contexts of 

education reform and cultural unrest in Thailand are new and complex. As Hallinger 

(2004) says “…even though school principals occupy a key role in the educational 

system, their ability to fulfill society’s expectations for change will not come easily” (p. 

67). In fact, the slow pace and limited scope of changes inside schools in Thailand are 

striking (Hallinger, 2004; OEC, 2006a). For this reason, it is critical to discuss factors 

(e.g., complexities and specific contexts of education reform and cultural unrest) that may 

impede changes in the context of secondary schools in Southern Thailand.  

Bureaucratic systems: Strict official regulations and red tape. Scholars comment 

that a factor that may hinder the ability of school principals in transforming visions and 

changes is working under Thai traditional cultural contexts (Hallinger, 2001; Hallinger, 

2004; Hallinger & Kantamara, 2004). In Thai culture, principals are government officials 

and they strictly work under the official regulations and bureaucratic systems. Armstrong 

(1984) says that Thai bureaucratic systems are described as hierarchical, centralized, and 

innovative. This claim fits with the findings of this study. If we look at the administrative 

structure and management systems of basic education before and after education reform 

in Chapter Four, we will see that principals worked under the scalar chains and under the 

jurisdiction of the RESA. To work in this new administrative structure, principals as 

government officials work under the official rules and regulations. In transforming 

visions and producing changes, principals need to strictly consider the regulations and 

proceed their working processes along with the scalar chain. The strict regulations and 

hierarchical systems may impede principals in delivering changes and creating 

innovations. Literature reflects that changes in Thai culture do not come easily due to the 
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bureaucratic red tape that causes delays in work (Prangpatanpon, 1996) and hinder the 

performance of operators to exercise the authority (Asian Development Bank, 1999). 

Prangpatanpon also states that it is hard to leave the bureaucratic system due to the 

special relationship between the monarch and the people. Thai educators are regarded as 

King’s men and receive royal decoration when they reach certain level of positions. This 

claim fits the findings of this study. We can see that some principals (e.g., principals in 

moderate conflicts) applied the King’s ideas (Khow Jai (understanding, Khow Tueng 

(approaching), and Pattana (developing) in dealing with education reform and cultural 

unrest.  

Uncertainty avoidance. Woodard (1994) who studied elementary principals in 

Southern Thailand found that the Thai basic culture and value was placed on the 

avoidance of confrontation and conflicts. Similar to Hofstede (1991) and Hallinger and 

Kantamara (2000), they use the terms “uncertainty avoidance” pointing out that Asian 

principals are strongly socialized to conform to rules and regulations and seek stability. 

The ideas of Woodard and Hallinger and Kantamara seemed to be similar to the findings 

of this study. In Chapter Four, principals voiced and echoed their problems about the new 

administrative structure and management system, but it seemed that the RESA did not 

take actions on their problems. However, principals did not show any significant actions 

or power to the ignorance of the RESA.  Oplatka (2004) says that principals’ power in 

developing countries “is severely limited by the rules of the system” (p. 430). Instead of 

fighting with the RESA, principals chose to establish school networks with other 

secondary schools. This phenomenon illustrates that principals chose to avoid conflicts 

and confrontation with RESA because they knew that having conflicts with the RESA, 
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their top authority could bring instability to their work promotion. Laohavichien (1984) 

writes that “social interaction in Thailand has to be kept within the boundaries of 

pleasantness, harmony, and avoidance of confrontation just as Thai individuals are 

expected to be calm and cool-headed, which means avoiding the display of emotions” (p. 

57).  This problem may cause principals to focus on their daily routine and official 

regulations rather than to create changes to schools or encounter conflicts.  

Scholars also comment that the uncertainty avoidance leads to lack of shared 

decision-making. Thanasankit and Corbit (2000) say that in Thai culture, subordinates 

accept that their superiors make correct decisions and they carry out these 

unquestioningly.  This idea is in accordance with the idea of Woodard (1994). He found 

in his study that another factor that may impede changes in school in Southern Thailand 

is the lack in shared decision-making. In the context of Thai culture, the critiques of 

Thanasankit and Corbit and Woodard seem to fit a phenomenon of this study. An 

evidence of school administration that I found in this study was that principals were 

struggling with the intervention by the RESA. For example, the principal from a 

suburban area with moderate conflicts complained that the RESA interposed the process 

of material purchases and recruitment management of the school. Similar to the principal 

from a rural area with low conflicts, he said that the RESA interrupted the process of 

replacement and educational promotion consideration of the faculty staff. These 

comments suggest that schools still lacked power and decision-making because top 

leaders influenced their school administration. This problem may result in difficulties for 

schools in initiating changes and producing effective school administration.  
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Another example that I would like to address is the case of the principal from 

urban area with moderate conflicts, who once served as the principal in the high conflict 

area. This principal was intervened by the governor of the province when he decided to 

suspend his school due to the high tension from the unrest. He seriously mentioned that 

due to this case, he was transferred to another province. This phenomenon really 

indicates that Thai principals still struggled with power and authority in making their own 

decision. This can be a factor that impedes school autonomy and processes of shared 

decision with the their superiors.   

High power distance. Another issue that underpins Thai culture is high power 

distance. The ideas of Hofstede (1991) and Hallinger (2004) may help explain the 

characteristics of high power distance in Thai culture. They comment that Asian 

principals are member of “high power distance cultures” pointing out that there is large 

differences in power between staff levels. Similar to Burn and Thongprasert (2005), they 

write that power distance “refers to the acceptance of a hierarchical authority system with 

an emphasis on status differentiation and unequal power distribution” (p. 35). Hallinger 

also says that due to the high power distance “principals naturally expect their orders to 

be followed with relatively little discussion” (p. 68). Hallinger and Kantamara (2000) 

also say that the culture in following orders may lead Thai principals to underemphasize 

their role in creating a shared vision of the change process and inspiring and motivating 

staff to change.  The predominant cultural fabric in Thai society, which places emphasis 

on regulations and non-competitiveness may be inconsistent with “traditional” Western 

defined values associated with effective educational leadership (Woodard, 1994).  
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Conservativeness. Scholars also discuss that another issue that may impede 

educational change in developing countries is the conservativeness. They comment that 

principals in developing countries are not familiar with changes and still lack of change 

initiation (Hallinger, 1994; Oplatka, 2003). Oplatka states that principals are depicted as 

conservative, concentrating on routine work and unlikely to encourage innovations in 

their schools or to be change agents. Hofstede (1991) states that principals in developing 

countries are not tolerant of differences and newness.  

The scholars’ observations may fit the comments of principals in this study. For 

example, this study revealed that some principals did not feel familiar with the 

restructuring of administrative structure and management systems. For example, the 

principal from an urban school with a high conflict area commented that he did not have 

a favor with the reform of structure and management systems. After the reform, public 

secondary schools were restructured to work under the jurisdiction of the RESA. This 

principal also thought that working with the DGE, his traditional jurisdiction was more 

flexible than working with the RESA. His comments suggest that he was a conservative 

person. 

Specific context of schools in Southern Thailand. Aside the cultural issues that I 

discussed above, the specific context of schools, especially teaching and learning and the 

admission system in Thailand is another issue that may obstruct principals’ vision in 

bringing change to their schools. For example, principals in this study held a high vision 

in increasing quality of teaching and learning, especially learning achievement of 

students. After education reform, the teaching paradigm was shifted from rote learning to 

the student-centered approach.  
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In fact, as I discussed in the literature review, many teachers still focused on 

traditional teaching (OEC, 2006a). Some of them still lacked understanding about the 

new teaching approach (OEC, 2002). New teaching and learning focused on critical 

thinking skills (ONEC, 2004). After education reform, the new entrance examination (A-

Net and O-Net) was adapted to respond to the new teaching and learning in schools. In 

the new entrance system, students’ GPAs were also considered as a part of admission 

based on the ideas that students should pay more attention to their learning in the 

classroom than concentrating on extra studies outside schools.  Unfortunately, based on 

findings of this study, students and parents still expected schools to teach for the tests and 

improve their learning achievement.  

Due to the unbalanced needs of students and parents and the mindset of the 

reform aiming students to be knowledgeable, moral, and happy learners (Hallinger, 

2005), principals may have dilemma in serving the needs of parents and following the 

mindset of education reform policies. Principals complained that students and parents 

placed a desired value on success from the tests. Parents also sent their children to take 

extra learning to prepare for the new national tests. Consequently, students seemed to 

ignore doing extra teaching provided by schools. In addition, we can obviously see in this 

study that principals, especially those who worked in high conflict areas (Zone A) 

struggled in dealing with the unrest. Their schools were often suspended when the unrest 

was signaled by the government. Dealing and responding to difficulties from the unrest 

inevitably limited principals’ concentration to deliver change to schools. The principal 

from an urban area with high conflicts provided an interesting remark in working in the 
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era of education reform and cultural unrest. He said “we are dying from the unrest, but 

the MOE still needs quality from us…. I don’t think they understand our real situation”.  

Based on the above discussion, I can conclude that Thai cultures and contexts of 

schools in Southern Thailand are very complex and unstable (due to the unrest). These 

specific and complex dynamics may be factors that impede principals’ visions and efforts 

in delivering change for education reform in the country. I can say that transformational 

leadership used as preliminary of this study helped illuminate the nature of leadership of 

this study. However, based on all above evidence that I support my discussion, this study 

provides knowledge that the emergence of nature and leadership of principals in Southern 

Thailand in the era of education reform and cultural unrest may differ from the contexts 

of Western countries. As we see, Thai principals’ leadership development intertwines 

with organizational structure, especially the bureaucratic and hierarchical system, 

traditional working cultures and espoused values of individual principals (Dimmock & 

Walker, 1998). These idiosyncratic factors seemed to influence “value ends” of Thai 

educational provision which differed from Westerners perspectives (Wong, 1998). For 

this reason, it can be concluded that we may fail to explain the concept of 

transformational leadership (developed by Westerners’ perspectives) in Thai contexts if 

we do not account the above specific factors, especially cultural issues and specific 

contexts of schools.   

       

Recognizing Ethical Foundations  

 Literature suggests that ethics is a critical foundation of effective school leaders. 

In the school system, the critical point of leadership focuses on the values and ethics of 
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leaders who run the school administration (Leithwood, Jantzi, & Steinbach, 1999). 

Scholars differently define the characteristics of ethical leadership and its importance to 

educational administration. For example, Starratt (2004) states that ethical leadership can 

be acted from principles, beliefs, assumptions, and values of individual principals. 

Furman (2003) states that the fundamental moral imperative of schooling is to serve the 

best interests and needs of all learners. Similar to Strike, Haller, and Soltis (1998), they 

say that it is critical to address the ethical issues in school administration. They suggest 

some ethical principles that underline the ethical leadership such as the principle of 

benefit of maximization and the principle of equal respect.  

As I discussed in the literature review, in the context of Thai culture, Thai 

scholars (e.g., Pornsirma, 2000; Wannapok, 1998; Phrarajchamuni, 1992; & 

Tantivejchakul ,2007) also address ethical leadership (from Eastern perspectives) as an 

important tool for administrators. They say that administrators can apply Buddhist 

doctrines to exercise and manage their organization. For example, as noted in the 

literature review, Tongprasert, Somprasong, and Sriprasart (1993) say that one of the 

critical Buddha doctrines is the four divine states of dispositions, including faithful love 

(Metta), compassion (Karuna), sympathetic joy (Mudita), and equanimity (Upekka). 

They also say that another dharma that can be applied for school administration is “the 

tenfold code of the king” or “Todsapitrajadharm” (e.g. giving, honesty, endeavor, and 

gentleness). Tantivejchakul (2007) explains that the concept “Khow Jai (understanding), 

Khow Tueng, (approaching), and Pattana, (developing) initiated by the King can be 

applied in solving current Thai social problems. He further states that this concept is 

critical for administrator.  
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This study reflected that principals also emphasized ethical leadership in dealing 

and responding to education reform and cultural unrest. Principals’ logics of action and 

responses to education reform and unrest were based on individual ethical foundations 

and cultural contexts. Principals across sites recognized ethical foundations in different 

ways in responding to their challenges and complex problems. Working in the new 

environment with more complex tasks than the past, principals demonstrated their 

“responsibility”, “care”, and, “understanding” (Khow Jai), “approaching” (Khow Tueng), 

and “developing” (Pattana)  in their school administration. Details of each ethical element 

are discussed below.  

Responsibility. One of the most noteworthy elements of principals’ leadership was 

being highly responsible to their organizations.  Evers (1999) believes that leaders must 

be moral persons and have a sense of professional responsibility to students, teachers, and 

communities. Starratt (2004) also focuses on administrative leaders’ responsibility in 

fostering harmonious relationships within the community, “especially among those 

subgroups that are struggling for acceptance in the larger pluralistic community” (p. 51).  

The ideas of Starratt help us understand the ethical leadership of this study. For example, 

the principal from an urban area with high conflicts demonstrated his high responsibility 

in fostering relationship with Thai Muslim students and parents. He developed a 

curriculum that aimed to serve the needs of Thai Muslims who were the minorities in the 

school, but predominantly in the Southern region.  He also brought community members 

to share school facilities although he knew that it was risky for students and teachers. The 

principal seemed to hold high responsibility as Starratt suggests. However, Starratt’ 

ethical ideas were developed in the stable environment. He seemed to conveniently 
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ignore the complex political, cultural, and emotional realities of the principalship in the 

turbulent time (especially in Southern Thailand which differed from the Western 

principalship). 

I found in this study that the responsibility of this principal was underlined by the 

political conflicts in the region, especially the unrest as well as the cultural issues, the 

bureaucratic systems, and the principal’s values. This principal highly recognized that it 

was his responsibility to promote relationship with Thai Muslims, however, he seemed to 

have a dilemma in fostering the relationship with those people in the turbulent time. He 

was so scared because he got a threatened letter from an anonymous sender. Thus, this 

situation discouraged him to continue to work at school. Consequently, it encouraged him 

to transfer to another place, but he could not do that due to the bureaucratic system. At 

that time the government did not allow administrators to transfer to other places because 

they were afraid that the transfer of administrators affected school administration. Based 

on this clarification, it seems to be difficult to define the nature of the responsibility of 

the principal since he had a dilemma. His decision to continue working in the region may 

suggest that he had high spirit and responsibility. However, we do not exactly know the 

emotional realities of the principal if he really had high responsibility or he was obliged 

to work by the situation. This phenomenon is complex because we do not really know 

what exactly encouraged this principal to stay although he was challenged by the unrest. 

This principal explained that a reason that encouraged him to work in the region was 

because he gradually became familiar with the unrest. His family wished him to move out 

the region, but he still said that he had no place to go because he grew up in the region. 

With these details, we can see that the factors that formed the “responsibility” of this 
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principal in dealing with education reform in the era of the cultural unrest seemed to 

intertwine with the political conflicts, bureaucratic system, and his ethical values that he 

held in his career.   

   In contrast, the responsibility phenomenon of principals in low conflicts areas 

seemed to differ from those who worked in the high conflict areas. Their responsibilities 

were not much affected by the unrest. This allowed them to have more time to foster their 

strong responsibilities with community members and managed their school 

administration. For example, after education reform, the principal from low conflict area 

worked harder because his school was chosen as one of the “School in Dream Project”. 

He showed his logics of responsibility by actively collaborating with community 

members and developing incentive programs to increase the success of the school. At this 

point, we can see that this principal seemed to have full feelings in fostering his 

responsibilities. Also, he was not much concerned with the impacts from the unrest.   

 Care. Noddings (1992) recognizes ethics of care as one of critical elements of 

educational leadership in school administration. As she says “the first job of the schools 

is to care for our students” (p. xiv). Ethics of care is important for educational leaders 

who are often asked to make moral decision (Shapiro & Stefkovich, 2000).   

Based on findings in Chapter Four and Five, we can see some logics of action of 

principals in caring for school members. It seems that the Western perspectives help us 

understand the importance of ethics of care in school administration in the era of 

education reform and cultural unrest. However, based on this study we can see the ethical 

foundation of Thai principals in this study is associated with the cultural issues, 

especially the Buddha doctrines. One example that helps elaborate this explanation is the 
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case of the principal from a suburban area with moderate conflicts. The logics of action 

of this principal in terms of ethical leadership seemed to intertwine with the four godlike 

attitudes or four divine states of dispositions faith love (Metta) and compassion (Karuna) 

(Phrarajchamuni, 1992; Tongprasert, Somprasong, & Sriprasart, 1993). This principal 

demonstrated a great compassion and faith love to a student when she knew that her 

student came from a very poor family. The student lived in a cottage made of nipa palm 

and her family could not earn much money. If I use the term “care” developed by 

Western perspectives to explain her logics of action, it seems to be too simplistic for the 

feeling of Thai culture. For ones who have a sense of Thainess or understand Thai culture 

and Buddhist doctrines, they will know that the principal from the suburban school in 

moderate conflict area really showed her high faith love (Metta) and compassion 

(Karuna), a great wish that she wanted her poor student be free from suffering and be 

happy23.   

The case of this principal was similar to the case of the principal of an urban area 

with moderate conflicts that I discussed in Chapter Four. This principal also showed faith 

love and compassion to a disabled teacher who lost a leg from the unrest to work in his 

school without conditions. He also warmly welcomed and introduced this teacher to his 

teachers and students. This principal also encouraged his school members to facilitate the 

disabled teacher from a high conflict area to work in the school because he knew that the 

disabled teacher was still depressed from his loss. His ethical leadership also emerged 

when he served as the principal in a high conflict area. After the unrest, his school 

                                                 
23 If I define this phenomenon in a Thai context, I will use the terms “Metta” (faith love) and Kurana 
(compassion) as verbs to explain the logics of action of the principal from Province C, School 2, suburban. 
In Thai context, we do not use the verb “care”, but we will use the verb “Metta” and Kurana to identify 
people who have a high compassion to one who suffer or encounter difficulties in life.    
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members (e.g., students’ or teachers’ relatives) died of the unrest. He encouraged other 

students and teachers to do the merit for the death of students’ relatives. In this case, we 

can see the ethical leadership of this principal was associated with the religious beliefs24. 

Based on his logics of action in doing the merit, it can reflect his ethical conduct in 

leading his students and subordinates to alleviate the feelings of loss. Tambiah (1976) 

explains that concepts of merit (bun) and virtue (khwaam di) signify a person’s moral 

state. Also, although he was Buddhist, he also showed his compassion and faith love to 

one of Thai Muslim students whose family died from the unrest. He told students and 

teachers to do the meditation for one minute for the death. He encouraged the student 

who lost his family that the soul of his student’s parents had gone to meet “Allah”. Based 

on the above discussion, we can see that the ethical leadership of public secondary school 

principals in Southern Thailand is associated with cultural issues, especially religious 

doctrines. Based on this study, one of the final ends of principals’ ethical leadership was 

to alleviate the sufferings of school members and wish them a happiness to survive in the 

complex and unstable environment.    

Understanding, approaching, and developing (UAD25). The last element of new 

ethical leadership that I found in this study is related to the Thai wisdom, 

“understanding” (Khow Jai), “approaching” (Khow Tueng), and “developing” (Pattana). 

As discussed in the literature review, Tantivejchakul (2007) explains that the Thai king 

suggests this term (UAD) in solving current Thai social problems, especially the 

                                                 
24 For Thai culture, doing the merit by donating money to relatives of the death is a common thing to show 
sorrow and sympathy.   
 
25 Tantivejchakul clarifies that “Khow Jai” means the ability in understanding society, demography, and 
people’ identities. “Khow Tueng” means the ability in reaching and fostering relationship with each other. 
“Pattana” means the ability in using wisdom to solve social problems. 
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economic crisis and cultural unrest in Southern Thailand. Mata (2004) say that cultural 

problems in Southern Thailand should be solved by the king’s speech. He says that 

ethical leaders should hold this concept in solving social problems and establishing 

understanding as well as fostering relationship with different groups of people.  

Based on this study, I found that some principals applied the concept “UAD” as 

an ethical foundation in their school administration. For example, one of them was the 

principal from a suburban area with moderate conflicts. I found that compared with other 

principals in this study, this principal significantly recognized ethical leadership in all 

aspects of her administration and management. Also, her logics of action in recognizing 

ethical leadership seemed to be more significant than others. Her logics of action in terms 

of applying the concept “UAD” outstandingly appeared when she served as the school 

principal in a high conflict area in which most students were Thai Muslim students. She 

recognized that understanding people’s identities, especially Thai Muslim people was 

very crucial for her to work in the diverse society. When one of her students missed class, 

she approached that student’s home and encouraged him to study. She knew that Muslim 

community members around her school did not have a praying room. She helped them by 

doing fundraising and built it for them. This logics of action indicated that this principal 

really understood the identities of people who she worked with. She seemed to 

“understand” (Khow Jai) people’ minds, “approach” (Khow Tueng) her patrons, and help 

“develop” (Pattana) the community she worked for.   

The principal from the high conflict area also hold the concept “UAP” in 

responding to education reform in the era of cultural unrest. This principal was one of the 

two who I reinterviewed. Once, I interviewed this principal in 2005 for my pilot project. I 
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remembered that at that time, the principal was frustrated by the cultural unrest and he 

seemed to have negative attitudes to the violence. I interviewed him again in 2006 and I 

found that this principal had positive attitudes toward the cultural unrest. As noted in 

Chapter Four and Five, he focused on multicultural education. He “understood” (Khow 

Jai) and “developed” (Pattana) his Thai Muslim students by initiating the curriculum that 

served the needs of the minority group in his school. He “approached: (Khow Tueng) 

Thai Muslim community members and students by allowing them to share his school 

facilities and joined Muslim religious practices.   

 

Discussion of Ethical Leadership  

The above discussion provides us the knowledge about the nature of principals’ 

leadership in terms of ethics in school administration in the era of education reform and 

cultural unrest. We can see that principals across sites focused on different ethical 

foundations in dealing with complexities from education reform and cultural unrest. 

Significantly, this study elucidates that Western ethical leadership perspectives such as 

ethics of responsibility and care are helpful to understand the nature of principals’ 

leadership in Southern Thailand, but they do not account for the cultural dimension as 

discussed above.  Found in this study, there are two factors that underlined the ethical 

foundations in Thai contexts including: a) political and cultural issues, and b) Thai 

wisdoms. Details are discussed below.  

Political and cultural issues. This study revealed that Thai ethical perspectives 

such as the responsibility of principals in high conflict areas loosely intertwined with 

political conflicts and cultural issues.  Principals in high conflict areas seemed to have 
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high and stressful responsibility for their work because they were affected by the tensions 

from the cultural unrest. Also, their responsibility seemed to be underlined and framed by 

the official regulations and bureaucratic systems. As I discussed earlier, the urban 

principal from a high conflict area wished to transfer to other places, but he could not do 

that easily due to the bureaucratic system. It seems that the government required him to 

continue his responsibility because his transfer could affect the school administration. 

These factors may hamper his emotional realities to work in the region including 

performing his full responsibility since he was blocked by the official obligation. 

In contrast, principals who worked in low conflict areas seemed to have less 

complex responsibility in performing their job because they were not much concerned 

with the political conflicts from their superiors. As noted in Chapter Four, we can see that 

the responsibility of the school principal from a moderate conflict area who once worked 

in the high conflict area was sanctioned by the governor. In the high tensions due to the 

political conflicts, he was ordered to open the school although it was his responsibility to 

provide safety for his school members.  

Thai wisdoms. Based on the findings of this study, I found that ethical foundations 

of school principals were embraced with Thai wisdoms. This study revealed that 

principals across sites applied Thai wisdoms in dealing with education reform in the era 

of cultural unrest. For example, in terms of ethics of care as developed by Western 

perspectives, this ethical foundation was described by Thai wisdom “Metta” or faith love 

and “Karuna” or compassion. This Thai wisdom intertwined with principals’ logic of 

action in demonstrating their ethical leadership (faith love and compassion) to their 

students. This Thai wisdom was grounded on Buddhist doctrines as I discussed in the 
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literature review. It seems that this phenomenon cannot be explained by the Western 

ethical perspectives.  

Another Thai wisdom “understanding” (Khow Jai), “approaching” (Khow 

Tueng), and “developing” (Pattana) was a new ethical foundation found in this study. 

After the unrest, this Thai wisdom was applied across sites, especially in fostering 

relationship between Thai Buddhists and Thai Muslims due to the tension from the 

cultural unrest. This Thai wisdom was developed by the Thai king. Since Thai people 

have high loyalty to the Thai king, it was not surprising why Thai principals26 held this 

royal speech as an ethical foundation in school administration and management.  

Since the concept “UAP” is new in Thai context, there are not many studies 

mentioned about this Thai wisdom. However, in terms of “understanding” or (Khow Jai), 

Hallinger (2004) writes that “In the Thai language, the word “to understand” is “Khow 

Jai”. A literal translation of khow jai is “to enter the heart”. He further says that “For Thai 

people “understanding” is predominantly emotional rather than cognitive” (p. 7). If we 

look at the definition “understanding” explained by Tantivejchakul (2007) and logics of 

action of school principals in recognizing ethical leadership in terms of “understanding”, 

we will see that Hallinger’ ideas may be wrong in the context of Thai school principals. 

This study revealed that Thai principals’ understanding is not predominantly emotional 

rather than cognitive. Principals seemed to demonstrate their cognitive skills in dealing 

with education reform in the era of cultural unrest. For example, the principal from an 

urban school initiated a curriculum that aimed to serve the need of Thai Muslim students. 

This curriculum was developed in team with his colleagues. To prove Hallinger’ ideas, 

                                                 
26 Thai principals are government officials. Government officials means “Karajakarn” in Thai or the men 
who work for the king.  
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the logics of action of this principal was not predominantly emotional, but it was 

cognitive because he knew that his school was competing with other private schools. He 

believed that the new curriculum could attract Muslim parents to allow their children to 

study at his school.   

In sum, we can see that principals in Southern Thailand placed high priority in 

recognizing ethical leadership in school administration, especially in the era of education 

reform and cultural unrest. However, the nature of ethical leadership perspectives as 

developed by Westerners and Thais were different. We can see that ethical foundations 

that underlined principals’ leadership in Thai contexts embraced the cultural issues. At 

this point, ethical leadership as developed by Western perspectives may fail to explain the 

phenomenon of ethical leadership in Thai contexts if they do not account for these 

idiosyncratic issues.     

 

Chapter Summary 

This chapter aims to elucidate the nature of leadership of public secondary school 

principals in Southern Thailand in the era of education reform and cultural unrest. 

Westerners’ perspectives on leadership were used as preliminary frameworks in 

unfolding the nature of school principals’ leadership in the era of education reform and 

cultural unrest. In looking at the nature of leadership of school principals in the era of 

education reform and cultural unrest, the logics of actions (Bacharach & Mundel, 1993) 

or the “underlying beliefs systems” (Larson, 1997) were used to make sense of the 

variation of principals’ comments and actions across sites.  
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This study revealed that the nature of leadership of school principals in the era of 

education reform and unrest can be divided into three aspects: a) increasing participation, 

b) transforming visions and producing changes, and c) recognizing ethical foundations. It 

was noted in this study that the nature of leadership of school principals across sites were 

different. Principals in the era of education reform who were significantly affected by the 

unrest seemed to struggle in developing and dealing with their leadership because they 

encountered pressures and tensions in their work. Principals increased participation from 

related stakeholders so that they had affiliations to help them work in the complex and 

turbulent situations. Visions were set up so that they could reach their educational goals 

and maintain their “core technology”. Principals emphasized ethical foundations 

(responsibility, care, and “understanding, approaching, and developing (UAD)” so that 

they could effectively and appropriately respond to the complex administration and 

overwhelming tasks.    

It was remarked that Westerners’ perspectives used as preliminary framework of 

this study help explain the nature of leadership of principals in Southern Thailand, but the 

Western core values and leadership perspectives are not panaceas to unfold all nature of 

leadership of public secondary school principals in Southern Thailand. It was true that the 

Westerners’ perspectives on leadership are not universal because they seemed to fail to 

take into account the nature of secondary school principals’ leadership that emerged in 

the different contexts (e.g., bureaucratic system, socio-economic status, and cultural 

issues).  
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Conclusion of the Study  

Public secondary school principals in Southern Thailand were challenged by the 

rhetoric and new demands of education reform policies, especially the new NEA of 1999.  

Due to the complex education reform policies, this study revealed that principals 

encountered three main leadership challenges in the era of education reforms. Those 

leadership challenges were: a) working on new administrative structure and management 

systems, b) dealing with financial management, and c) dealing with parental expectations 

and relations. Unfortunately, principals in this study also encountered leadership 

challenges from the escalating tensions from the cultural unrest. In working in the era of 

cultural unrest, principals revealed that they encountered challenges in providing safety 

for schools and school members. This included challenges in maintaining their school 

administration and management. In dealing with challenges in providing safety and 

maintaining school administration, this study revealed that principals provided two main 

responses to the unrest including a) expected and b) unexpected responses.   

This study revealed that principals across sites were differently challenged by the 

reform and the unrest. However, principals in Zone A (high conflicts) were much more 

challenged than those who worked in Zones B (moderate conflicts) and Zone C (low 

conflicts) in dealing with education reform. Principals in Zone A were more significantly 

affected by the unrest which brought them tensions, fear, and pressure than other parts.  

Practically, in responding to leadership challenges from education reform and 

cultural unrest, principals’ leadership is a critical means for them to run their internal and 

external school administration. Their leadership was examined through their comments 

and logics of action from the two phenomena. This study found three main characteristics 
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of the nature of principals’ leadership in dealing with education reform and the unrest 

including: a) increasing participation b), transforming visions and producing changes, and 

c) recognizing ethical foundations.  

By using the Western perspectives on leadership theories, this study found that 

they helped explain and examine the nature of principals’ leadership in Southern 

Thailand, but those leadership theories are not panaceas to unfold all of the phenomena of 

their leadership. On the other hand, the Westerners’ perspectives seems to fail to unfold 

the nature of public secondary school principals’ leadership since they do not account 

multifaceted factors that lie the nature of their leadership that was influenced by unstable 

environments and also intertwine with different school contexts especially the complex 

bureaucratic system, cultural issues, and specific contexts of schools in the region.  

 

Implication of this Study 

 This chapter reflected that leadership roles of public secondary school principals 

were very critical because they influenced the effectiveness of school administration and 

management, especially in working in the era of education reform and cultural unrest.  

However, this study disclosed that the nature of public secondary school principals’ 

leadership was also influenced by the idiosyncratic contexts of their school 

administration and the changing environment in the region. This included the 

bureaucratic systems, cultural issues, political issues, socio-economic contexts, and 

specific contexts of schools. Based on these factors, this study revealed that the 

idiosyncratic contexts of schools and the changing environment of the schools affected 

their capacity in promoting the effectiveness of school administration. To help public 
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secondary school principals work effectively in the era of education reform and cultural 

unrest, specific suggestions for leadership practices and policymakers are provided 

below.  

 

Implication for Practices  

 This study reflected that the effectiveness of school administration and 

management in the era of education reform and cultural unrest depend on leadership of 

principals. This study suggested that to effectively work and respond to education reform 

in the era of the cultural unrest, principals possessed multiple leadership styles. 

Increasing participation between schools and all related stakeholders was one of the 

critical leadership roles. School principals (who work in the similar contexts of principals 

in this study) should actively promote the climate of authentic participation so that their 

related stakeholders can be a part of their school administration and help develop school 

administration as well as provide safety for schools. This study revealed that the complex 

contexts of schools and the changing environment of the region affected the principals’ 

leadership roles in dealing with education reform and the unrest. Principals may need to 

pay close attention to those complex contexts, especially in terms of cultures, politics, 

economics, and religions so that they can have more understanding in developing their 

leadership to deal with the reform issues as well as cultural unrest. This study reflected 

that working in the era of education reform and cultural unrest brought high pressures, 

tensions, and concerns for school principals. There is a no single leadership style that is 

appropriate in dealing with those complex phenomena. Principals may have to integrate 

and think about other types of effective leadership skills, such as communication, 
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reconciliation, and multicultural education so that they can work effectively in the diverse 

region where people come from different ethnics, languages, economic statuses, and 

religions. By doing so, they may have to expand their conceptions of leadership (Crow & 

Grogan, 2005), for instance, to include their knowledge of religions, peace resolution, 

and history.  

This study revealed that school principals in the era of education reform and 

cultural unrest hold various and complex visions in promoting and changing the quality 

of their school administration, especially their “core technology” (Scott, 1999), as well as 

developing specific administrative strategies to deal with tensions and pressures from the 

unrest. Principals may have to put their priority in transforming their visions and changes 

by developing a systematic educational development plan under the collaboration and 

shared decision-making from their related stakeholders. Last, this study revealed that 

effectiveness of school administration and management in the era of education reform 

and cultural unrest cannot happen without strong consideration and awareness of school 

principals in terms of their clear ethical orientation. For example, this study revealed that 

education reform and cultural unrest brought difficulties (e.g., complex task of education 

reform and intervention from the top authorities), concerns (e.g., students’ learning 

achievement, and parents’ expectations and needs) and uncertainties (increasing school 

quality and schools and school members’ safety) into school administration. These 

factors may physically and mentally affect their followers and students. Principals may 

have to focus on their philosophical concepts of ethics so that they can serve the best 

interests and needs of their followers and students (Furman, 2003). By doing so, 

principals may apply Thai wisdoms such as Buddhist doctrines and the king’s royal 
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speech because these notions were developed based on the cultures, tradition, and ways 

of lives of people in the region. However, since principals worked in the diverse society, 

they may apply doctrines of other religions such as Islam to deal with education reform 

and cultural unrest.  

  

Implication for Policymakers 

 This study revealed that principals’ leadership is critical for school administration 

and management in the era of education reform and cultural unrest. However, due to the 

complexities and high demands of the logics of reform and the current cultural unrest, top 

authorities such as the RESA or the MOE should play significant roles in preparing a 

leadership program for school principals in the region so that they can effectively deal 

with their education reform and cultural unrest. This program may be critical for teachers 

and pre-service teachers who are interested in working in this diverse region. This study 

revealed that school principals held different kinds of visions in order to bring changes 

for their organizations. However, school administration is still run under the bureaucratic 

systems and official regulations. In addition, principals are faced with a continuing series 

of conundrums (Keefe, 1986). This seems to impede the principals’ leadership in 

bringing changes to their organization as well as in connecting with outsiders to help 

develop their schools. At this point, policymakers should promote school based-

management by encouraging principals to focus on connection with the wider 

environment, and emphasizing life-long learning so that all school members can be 

change agents for school (Fullan, 1996).  Importantly, real power and authority should be 
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decentralized to schools including the shared decision-making processed with the top 

authorities.  

 This study revealed that school principals struggled in developing their leadership 

skills to deal with the complexities of educational reform tasks including tensions and 

pressures from the unrest. For this reason, the educational provision by the States should 

focus on the unique cultural and social contexts of the schools in the region. School 

administration and management should be operated without the intervention of the top 

authorities, but they should facilitate school principals in developing their leadership 

skills so that they can serve the needs of people in the region regardless race, religion, 

socioeconomic status, and culture (Crow & Grogan, 2005). This study revealed that 

transforming visions on multicultural education was a critical agenda for educational 

development in the diverse society. The government may have to pay close attention to 

developing multicultural education leadership programs at all levels. By focusing on this 

program, school principals can be connectors and compromisers in bringing people from 

different cultures to be a part in providing quality education for their region based on 

beliefs, cultures, and religions. As Shields and Sayani (2005) state, “To lead effectively 

in the midst of the diversity that exists in all schools, educators must come to understand 

their beliefs, values, assumptions, and positioning—the worlds they carry in their heads” 

(p. 396). This study indicated that principals’ leadership was critical and became a great 

means in developing quality education and dealing with complex tasks of education 

reform and unrest. The government (the MOE and the RESA) may establish a school 

principal leadership center or network so that principals in the region can strengthen their 

relationship, share experiences, and conduct their research studies. Knowledge from their 
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studies can help expand their views about leadership (Mid-continent Research for 

Education and Learning, 2001; Crow & Grogan, 2005) as well as develop practical 

strategies for their school administration.  

 

Implication for Future Research 

 This chapter informs us about the nature of leadership of public secondary school 

principals in the era of education reform and unrest. The nature of leadership was 

examined through their logics of actions, comments, and experiences from education 

reform and unrest. Future research might explore the nature of leadership of other school 

leaders such as primary schools, private schools, private Islamic schools, or leaders of 

postsecondary institutions in the region.  

This study focuses on the nature of leadership of public secondary school 

principals. Future research should compare the nature of leadership among primary, 

secondary, and private school principals. This study revealed that public secondary 

school principals possessed different leadership styles in dealing with education reform 

and cultural unrest. The future research might study in greater detail of the specific 

leadership in dealing with specific tasks of education reform and unrest.  

Since the cultural unrest does not affect only Southern Thailand, but also other parts of 

the world such as in the Philippines, Malaysia, or Indonesia, there should be a 

comparative study of the nature of leadership of school principals in these three countries 

or other countries and regions outside Asia as well. This study focuses on the nature of 

principals’ leadership in the era of education reform and cultural unrest. Future research 

should include the nature of teachers’ leadership in dealing with the two phenomena.  
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Brief Details of Characteristics of Southern Provinces 
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Brief Details of Characteristics of Southern Provinces 

Province A  

This province has a long historical background in term of its region, trading 

center, and Muslim culture. This province is comprised of 80% Thai Muslims and 20% 

Thai Buddhists. Domestic fisheries and rice and rubber farming are main occupations of 

the people. Despite these demographics, Thai Buddhist people are dominant politically 

and economically in areas like Province B and C (Most Thai Buddhist are key 

government officials and they also owners of business in the province). Malay dialect is 

the main language used in this province. In terms of the overall academic success of 

students in this province, the Bureau of Educational Testing, MOE (2006), reported that 

the mean of the national test (O-NET) performed by students of this province is 172.47. 

The mean of students’ grade point average (GPA) is 2. 78.   

Province A, School 1. This is a large-sized school located in an urban area  

consisting of 70% of Thai students and 30% Muslim students, and 80% Thai teachers and 

20% Muslim teachers. According to the Bureau of Educational Testing, MOE (2006), the 

mean of the national test (O-NET) of this school is 171.29. The mean of students’ grade 

point average (GPA) is 2. 89. This school is competing with Province A, School 2 in 

terms of academic excellence. Also, tensions from the unrest emerging in January 2004 

affected Province A, School 1. 

 Province A, School 2. This is an extra-large sized school located in an urban area 

consisting of approximately 70% Thai students and of Muslim students, and 80% Thai 

teachers and of Muslim teachers. According to the Bureau of Educational Testing, MOE 

(2006), the mean of the national test (O-NET) of this school is 196.56. The mean of 
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students’ grade point average (GPA) is 2.90.  This school is competing with Province A, 

School 1 in terms of academic excellence. Like Province A, School 1, this school is 

affected by tensions from the unrest emerging in January 2004. 

 Province A, School 3. This is a medium-sized school located in a local area 

comprising of approximately 95% Thai students and 5% Muslim students and 87% of 

Thai Buddhist teachers are and 23% Thai Muslims teachers. Also, this school is located 

in one of the most dangerous areas classified by the military in the region. This school is 

joining in the “school in dream project” a program developed by the Ministry of 

Education. According to the Bureau of Educational Testing, MOE (2006), the mean of 

the national test (O-NET) of this school is 164.82. The mean of students’ grade point 

average (GPA) is 2.48. 

 Province A, School 4.  This is a small-sized school located in the local area 

consisting of approximately 70% of Thai students and 30% Muslim students, and 65% of 

Thai teachers and 35% Muslim teachers. Compared with other schools in the region, this 

school is located in one of the most risky areas affected by the unrest at the same degree 

as Province A, School 3. In the past this school competed with Province A, School 1 and 

School 2. After education reform, this school also competes with private Islamic schools, 

which are booming in the district. Also, this school is joining in the “school in dream 

project” a program developed by the Ministry of Education. According to the Bureau of 

Educational Testing, MOE (2006), the mean of the national test (O-NET) of this school is 

165.38. The mean of students’ grade point average (GPA) is 2.78. 
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Province B 

 Province B is a small province sharing the territory with province A and E which 

excludes in this study.  Province B also shares similar religious background with 

Province A. People in this province consist of 70% Muslim people and 30% Thai people. 

The majority of people are rubber farmers. This province gets impacts from the unrest in 

the similar level as Province A (see Jitpiromsri, 2006). Like Province A, Malay dialect is 

the main language used in this province. According to the Bureau of Educational Testing, 

MOE (2006), the mean of the national test (O-NET) performed by students of this 

province is 189.84. The mean of students’ grade point average (GPA) is 2. 86. The 

characteristics of the three school sites are described as follows: 

 Province B, School 1. This is an extra-large sized school. It is the biggest school 

in the province, located in urban area consisting of approximately 70%Thai students and 

30% Muslim students, and 80% Thai teachers and 20% Muslim teachers. Province B, 

School 1 is the best school in the province. According to the Bureau of Educational 

Testing, MOE (2006), the mean of the national test (O-NET) of this school is 211.87. The 

mean of students’ grade point average (GPA) is 2. 85.   

 

Province C 

Sharing the territory with Province A and Province D, Province C is known as the 

heart of the business center of Southern Thailand. It is also the center of the 

communication and transportation hub of the southern region. Thai is the main language 

used in this province. In contrast with Province A and Province B, 70% of the majority 

people in this province are Thai Buddhists and 30% are Thai Muslims. Also, the unrest 
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does not significantly affect the province. According to the Bureau of Educational 

Testing, MOE (2006), the mean of the national test (O-NET) performed by students of 

this province is 210.06. The mean of students’ grade point average (GPA) is 2. 96. 

Province C, School 1. This is an extra-large sized school in the province  

surrounded by business centers, government offices, and Thai Buddhist communities. 

This school consists of approximately 90% Thai students and teachers and 10% Muslim 

students and teachers. In terms of academic excellence, this school is competing with 

B3urban. According to the Bureau of Educational Testing, MOE (2006), the mean of the 

national test (O-NET) of this province is 263.86. The mean of students’ grade point 

average (GPA) is 3.12. This school does not get affected significantly by the unrest; as a 

result, some students from Province A and B move to study at this school. 

Province C, School 2. Before 1981, this school was an agricultural center of 

Province C, School A. Because of the increase of students in the region, this school was 

officially established as a second branch of Province C, School A in 1996. This is an 

extra-large sized school located in the suburban area in the province. This school is the 

newest school of all of the school sites in this study. This school consists of 

approximately 90% Thai students and 10% Muslim students and 90% Thai teachers and 

10% Muslim teachers. In terms of academic excellence, this school is competing with 

Province C, School 1 and School 3. According to the Bureau of Educational Testing, 

MOE (2006), the mean of the national test (O-NET) of this school is 210.45. The mean of 

students’ grade point average (GPA) is 2.79. Like Province C, School 1 and 3, this school 

does not get significant impacts from the unrest, some students from Province A and B 

move to study at this study. 
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Province C, School 3. This is one of the extra-large sized schools in the province  

and it is also the oldest school in this study. This school has a long establishment; 

however, it has similar school missions, goals, and expectations of stakeholders as other 

secondary schools. This school consists of approximately 90% Thai students and teachers 

and 10% Muslim students and teachers. In terms of academic excellence, this school 

competes with Province C, School A. Since this is the oldest school, it attracts the most 

students from the throughout province and the region. According to the Bureau of 

Educational Testing, MOE (2006), the mean of the national test (O-NET) of this school is 

235.07. The mean of students’ grade point average (GPA) is 2.98. The school does not 

experience the impact of the unrest as much as other schools. Also, students from 

Province A and B move to study at this school. 

 

Province D 

     Sharing the territory with Province B and Malaysia, Province D consists of multi-

ethic groups of people like Province A and B. The province is comprised of 70% Thai 

Muslims and 30% Thai Buddhists, but the main language used in this province is Thai. 

The majority of people in this province are rubber farmers. According to the Bureau of 

Educational Testing, MOE (2006), the mean of the national test (O-NET) performed by 

students of this province is 171.65. The mean of students’ grade point average (GPA) is 

2. 68. Compared with other provinces of this study, this province feels the least impact 

from the unrest in the region. 

Province D, School 1. This is an extra-large sized school in the province and it is 

surrounded by government offices, business centers, and Thai Buddhist communities. 
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The school is comprised of 60 % Thai Buddhist teachers and students and 40% Thai 

Muslim teachers and students. This school is joining in the “dream school project,” a 

program initiated by the Ministry of Education. Compared with other schools in the 

province, this school is the most outstanding school and can attract the most students in 

the province and the provinces nearby to study at the school. According to the Bureau of 

Educational Testing, MOE (2006), the mean of the national test (O-NET) performed by 

students of this school is 186.24. The mean of students’ grade point average (GPA) is 2. 

84. Like schools in Province C, this school does not experience the impact from the 

unrest.  

 Province D, School 2.  This is a medium-sized school located in the urban area 

consisting of approximately 60% Thai students and teachers and 40% Muslim students 

and teachers. In terms of academic excellence, this school competes with Province D, 

School 1. According to the Bureau of Educational Testing, MOE (2006), the mean of the 

national test (O-NET) performed by students of this school is 163.18. The mean of 

students’ grade point average (GPA) is 2.38. This school is not much affected by the 

unrest in the region.  

Province D, School 3. This is a medium-sized school located in the local area of 

the province. The school is comprised of 90% Thai Muslim students and 10% Thai 

Buddhist students. Teachers of this school comprises of approximately 60% Thai 

Buddhists and 40% Thai Muslims. Like Province D, School 1, this school is joining in 

the “school in dream project” initiated by the Ministry of Education. This school 

competes with Province D, School 1 and School 2 in terms of academic excellence. 

According to the Bureau of Educational Testing, MOE (2006), the mean of the national 
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test (O-NET) performed by students of this school is 154.93. The mean of students’ grade 

point average (GPA) is 2.69. Located in the local area, most students of this school come 

from the district nearby. This school is not affected as much by the unrest in the region. 
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Thai Informed Consent 

“ความทาทายทางการบริหารของนักการศกึษาไทยตอการปฏิรูปการศึกษาและความไมสงบทางวัฒนธรรม” 
แบบยินยอมเขารวมใหสัมภาษณขอมูล 

 
แบบฟอรมนี้เปนเอกสารยินยอมการเขารวมใหสัมภาษณขอมลูประกอบการวิจัยเรื่อง “ความทาทายทางการบริหารของนัก
การศึกษาไทยตอการปฏิรูปการศึกษาและความไมสงบทางวัฒนธรรมในจังหวัดชายแดนภาคใตของประเทศไทย” 
(Leadership Challenges to Public School Principals in the Era of Education Reform and Cultural Unrest in 
Border Provinces of Southern Thailand)โครงการดังกลาวเปนสวนหนึ่งการของการศึกษาทางดานการบริหารการศึกษา
ของผูวิจัย ณ มหาวิทยาลัยมิสซูร่ี-โคลัมเบีย ประเทศสหรัฐอเมริกา โครงการวิจัยดังกลาวมีวัตถปุระสงคเพื่อพัฒนาความเขาใจ
เกี่ยวกับการรับรูและประสบการณการบริหารงานของผูอาํนวยการ รวมถึงนักการศึกษาของโรงเรียนในจังหวัดชายแดนภาคใต 
ผลจากการศึกษาวจิัยดังกลาวจะชวยเสริมสรางใหทีมงานผูวิจัยเขาใจประเด็นทางดานการบริหารในสวนของบริบทระดับชาติ
อีกมุมมองหนึ่ง ซ่ึงจะไดนาํผลงานดังกลาวไปเผยแพรในบทความหรอืรายงานทางดานการบริหารการศกึษา ผูนํา และนโยบาย 
ในลําดบัตอไป 
 
ลักษณะของโครงการ   

โครงการวิจัยดังกลาวมีระยะเวลาศกึษาเปนเวลา 12 เดือน เพื่อศึกษาความเขาใจของครู และผูอํานวยการโรงเรียน
เกี่ยวกับความทาทายทางดานการบริหารในยุคปฏิรูปการศกึษาและความตึงเครียดซ่ึงเชื่อมโยงกับความแตกตางทางดาน
วัฒนธรรม ในการศึกษาดังกลาวทมีผูวิจัยจะทาํการศกึษาเพือ่เขาใจการรับรูและประสบการณของนักการศกึษาไทยเกี่ยวกับ
ประเด็นดังกลาว โดยศึกษามุงเนนที่ความทาทายตางๆ ที่มีอทิธิพลตอการปฏิรูปการศึกษา การจดัองคการใหมและความ
เปลี่ยนแปลงของบทบาทนักการศกึษากอนและหลังการปฎิรูปการศึกษา นอกจากนี้โครงการวิจัยดังกลาวมุงศึกษาความคิดเห็น
และการสะทอนมมุมองของผูเขารวมวิจัยเกี่ยวกับความทาทายตางๆๆ รวมถึงความพยายามของโรงเรียนในการจัดการและ
ตอบสนองอยางมปีระสิทธิภาพ ศึกษาการปรับตัวของครู การฝกอบรมผูบริหารในโรงเรียนและมหาวิทยาลัย นอกเหนือไปจาก
นี้ผูวิจัยมุงศึกษาเพื่อใหเกิดความเขาใจเกี่ยวกับการจดัการของนักศึกษาไทยในการดําเนนิการเกี่ยวกับความทาทายตางๆตอความ
ตึงเครียดที่เพิ่มขึ้นซึ่งมีพื้นฐานมาจากความแตกตางทางดานวัฒนธรรมของประชากรในพื่นที่ทีป่ระกอบไปดวยชาวไทยมสุลิม
และชาวไทยพทุธ  การศกึษาดังกลาวนี้ใชการสัมภาษณ สังเกตและเอกสารทางราชการของโรงเรียน การสัมภาษณทั้งหมดจะมี
การบันทึกเทป ทอดเทปและแปลเปนภาษาอังกฤษ เพื่อความถูกตองของขอมูล ผูใหขอมูลจะมีโอกาสอานขอมูล ใหขอคิดเห็น
และตรวจสอบความถูกตองจากการทอดเทปผลประโยชนที่จะไดรับและขอควรพิจารณาในการศึกษาวิจัย 
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โครงการวิจัยนี้จะชวยสงเสริมใหผูวิจัยเขาใจเกี่ยวกับการรับรูและประสบการณของผูบริหาร และนักการศึกษาในการ
จัดการเกี่ยวกับการปฎิรูปการศึกษาและประเด็นของความหลายหลายทางวัฒนธรรม นอกจากนี้การศึกษาวิจัยดังกลาวจะชวยให
ผูเขารวมวิจัยเองเขาใจบทบาท หนาที่ที่เปลี่ยนไปในการปฏิรูปทางการศึกษา และการจดัองคกรของโรงเรียน การศึกษาวิจยัจะ
ชวยใหนักการศึกษานําไปสูการพิจารณาและปรบัเปลี่ยนการสอนและรูปแบบการบริหารเพื่อชวยใหสามารถพัฒนาโรงเรียนให
มีศักยภาพมากยิ่งขึ้นในการสนองตอบตอความตองการของนักเรียน โรงเรียน และชุมชนในยุคปฏิรูปการศึกษา โดยเฉพาะการ
นํานโยบาย ไปสูการปฏิบัติใชอยางเปนรูปธรรม  การเขารวมในการวจิัยดังกลาวไมสงผลกระทบตอการปฎิบัติหนาที่ใดๆ ของ
ผูใหขอมูล 
 
ความลับสวนบุคคล 

ขอมูลทั้งหมดเกี่ยวกับโครงการวิจัยดังกลาวจะถูกเกบ็เปนความลบัและยึดหลักทางดานกฎหมายและจริยธรรม
ทางการวิจัย ผูวิจยัสามารถเขาถึงขอมูลดังกลาวไดเพียงบุคคลเดยีว และจะมกีารจัดเกบ็ขอมูลในแฟมการวิจัย โดยจัดเก็บขอมูล
ไว ณ หนวยงานปฏิบัติการวิจัยของทีมผูวิจัยในระหวางการเก็บขอมลูในเมืองไทย และจะเก็บไว ณ 214  ฮิลฮออล มหาวทิยาลัย
มิสซูร่ี-โคลัมเบีย ภายหลังการเดินทางกลับประเทศสหรัฐอเมริกา ทั้งนีผู้วิจัยจะทาํการทําลายขอมูลทั้งหมดภายในสามปหลังจาก
เสร็จสิ้นโครงการวิจัย  การกระทําดงักลาวเปนการจัดการกบัขอมูลอยางเปนความลบัทั้งนี้เพื่อใหเกิดความถูกตองและปกปอง
ความลับของใหผูเขารวมวิจัย 
 
ความสมัครใจในการรวมใหขอมูล 
 การใหขอมูลของทานในโครงการวิจัยดังกลาวเปนไปโดยความสมัครใจ ทานมีสิทธ์ิถอนตัวจากการวิจัยหรือปฎิเส
ธการใหขอมูลที่สงผลกระทบตอตัวทานในชวงระหวางการใหสัมภาษณขอมูล และขอมลูเหลานั้นทั้งหมดจะถูกทําลายในกรณี
ที่ทานถอนตัวจากการใหสัมภาษณ ทานสามารถติดตอทีมงานวิจัยดังสถานที่ติดตอดานลาง และในกรณทีี่ทานไมสะดวกในการ
ติดตอกบัทีมงานวิจัยเพื่อถอนตวัจากการเขารวม ทานสามารถติดตอบอรดพิจารณาโครงการวิจัยของมหาวิทยาลัยมิสซูร่ีได ดัง
รายละเอียดดานลางเชนกัน 
 
ผลการศึกษา 
 ผลจากการศึกษาโครงการดังกลาวจะชวยเสริมสรางใหเกิดความเขาใจในการศึกษาเกี่ยวกบัประเดน็ทางดาน
การศึกษาของไทยและในระดับชาติ นอกจากนีผู้วิจยัจะนําขอมลูจากการศึกษาไปเผยแพรในเวทีการประชุมของนักปฏิบัตกิาร
ทางดานการศกึษาในประเทศสหรัฐอเมริกา ประเทศไทยและตางประเทศ และอาจจัดพมิพในวารสารที่เกีย่วของหรือจัดทาํใน
รูปหนังสือ 
 
ขอสงสัย 
 หากทานมีขอสงสัยหรือคําถามประการใดเกี่ยวกับการเขารวมในโครงการวิจัยดังกลาว กรุณาติดตอ Assistant 
Professor Dr. Brendan Maxcy (573- 882-1249 or e-mail: maxcyb@missouri.edu) หรือ                   
ผูชวยศาสตราจารย     เอกรนิทร  สังขทอง โทร.  03-1700407, (573) 884-5130 or e-mail: esfgd@mizzou.edu 
) และหากทานมขีอสงสัยเกี่ยวกับสิทธ์ิในการเขารวมในโครงการวิจัยทานสามารถติดตอบอรดพจิารณาโครงการวิจัยของ
มหาวิทยาลัยมิสซูร่ี (MU Institutional Review Board) ที่หมายเลข (573) 882-9585 หรือติดตออีเมลเจาหนาที่
ผูเชี่ยวชาญของมหาวิทยาลัยที ่dusoldj@missouri.edu 
 
 

mailto:esfgd@mizzou.edu
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กรุณาฉีกขอความดานลางและคืนกลับใหตัวแทนของโครงการวิจัย 
 
โปรดอานขอความดานลางเพื่อแสดงวาทานเขาใจเงื่อนไขในการเขารวมและโปรดทําเครื่องหมายในชองที่กําหนดดังขอความ
ดานลางนี ้
 
_______ ขาพเจายินยอมเขารวมในโครงการวิจัยดังกลาว ขาพเจาเขาใจวาขาพเจาเขารวมในการใหขอมูลเกี่ยวกับ

การรับรูและประสบการณของขาพเจาที่เกี่ยวของกับความทาทายทางดานการบริหารในยุคปฏิรูปการศึกษา
และความไมสงบทางวัฒนธรรม ทัง้นี้เขาเจายินดีใหผูวิจัยสามารถใชขอมูลจากการถอดเทปในการ
สัมภาษณได 

_______ ขาพเจาตองการขอมูลเพิ่มเติมเกี่ยวกับโครงการวิจัยดงักลาว กรุณาติดตอที่หมายเลข _________ 
_______ ขาพเจาไมมีความประสงคที่จะเขารวมในโครงการวิจัยดังกลาว 
 
ลายเซ็นชื่อ ________________________ วันที่ ______/____________/_______ 
 
หมายเหตุ แบบฟอรมการยินยอมเขารวมการวจิัยตองจัดทาํเปนเอกสารอยางมีลายลักษณอักษรและตองไดรับความเห็นชอบจาก
บอรดพิจารณาโครงการวิจัยของมหาวิทยาลัย 
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Appendix C 

English Informed Consent 
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English Informed Consent  

Leadership Challenges to Public School Principals in the Era of Education Reform and 

Cultural Unrest in Border Provinces of Southern Thailand 

 

This form requests your consent to participate in a study “(Leadership Challenges to 
Public School Principals in the Era of Education Reform and Cultural Unrest in Border 
Provinces of Southern Thailand).” This study is part of the investigator’s research in 
Educational Administration at the University of Missouri-Columbia. The project aims to 
develop understanding about perceptions and experience of administrators and teachers in 
the border provinces of southern Thailand. Findings from this study will expand the 
research team’s inquiry into transnational educational issues and contribute to articles and 
reports on educational administration, leadership and policy. 
 
Project description:  The 12-month project seeks to gain understanding from teachers and 
administrators regarding leadership challenges they face in the era of education reform 
and tensions associated with cultural difference. The research team seeks a better 
understanding about the educators’ experiences and perceptions of those issues. This 
study focuses on how those challenges influence the reform and re-organization of their 
schools, and changes in the roles of various actors in the school before and after the 
education reform. This study will elicit opinions and reflections of participants about 
those challenges, about school-based efforts to cope and respond effectively, and about 
corresponding adjustments in teacher and administrator training in the schools and the 
university.  Importantly, the study aims to gain understanding of how these educators 
deal with those challenges given growing tensions over cultural differences between 
Muslim and non-Muslim residents. The study will incorporate interviews, observations 
and official school documents. All interviews will be audio-taped, transcribed and 
translated into English. Participants will have the opportunity to read and comment on 
relevant transcripts for accuracy. 
 
Potential Benefits and Concerns:  The project has the potential to provide understanding 
for the investigator about the perceptions and experience of school principals in dealing 
with education reform and cultural diversity issues. Also, educators can reflect on how 
they understand their changing roles in the reforming and re-organizing schools. This 
may help educators reconsider and alter teaching and administrative practices to better 
serve their students, school, and local community when responding to and enacting 
education reform policy.  Participation in the study presents no risk to participants and 
will not impact their employment in a positive or negative manner. 
  
Confidentiality:  All information regarding this project will be kept confidential 
according to legal and ethical guidelines.  All information associated with project 
participants will be kept in locked files accessible only to the investigators and will be 
destroyed three years after completion of the project. This information will be maintained 
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at the investigators temporary residence in Thailand during the data collection period and 
in 214 Hill Hall at the University of Missouri-Columbia upon return to the US. All 
identifying information will be cleansed prior to any dissemination of findings and any 
data disseminated will be in aggregate form.  Every effort will be made to protect the 
accuracy and confidentiality of the data and of the respondents. 
 
Participation is Voluntary:  Your participation is entirely voluntary.  You can freely 
withdraw from the project at any time without negative consequences and information 
related to you will be destroyed.  To withdraw you may contact a member of the research 
team (see contact information below).  If you are unable or uncomfortable about 
contacting the research team to withdraw from the study, you may contact the University 
of Missouri Institutional Review Board at the phone number or email provided. 

Results of the Study. The results of this study will be used to further refine the research 
teams inquiry into Thai and transnational educational issues. The results will be 
disseminated at relevant academic and practitioner conferences in the US, Thailand, and 
abroad and published in relevant journals and/or books. 

 
Questions:  If you have any questions or concerns about the study or your participation, 
please contact Dr. Brendan Maxcy (573- 882-1249 or e-mail: maxcyb@missouri.edu) or 
Mr. Ekkarin Sungtong (573) 884-5130 or e-mail: esfgd@mizzou.edu ).  If you have 
questions about your rights as a research project participant, you may contact the MU 
Institutional Review Board at 573-882-9585 or e-mail a compliance specialist at: 
dusoldj@missouri.edu 
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Appendix D 

Thai Official Recruitment Letter 
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Thai Official Recruitment Letter 

 

ภาควิชาผูนําทางการศึกษาและการวิเคราะห
นโยบาย 
202 ฮิลฮอลล คณะศึกษาศาสตร 
มหาวิทยาลัยมิสซูรี-่โคลัมเบีย 
โคลัมเบีย สหรัฐอเมริกา 65201 
 
2  มิถุนายน  2549 

 
เรื่อง ขอความรวมมือเขารวมใหสัมภาษณในโครงการวิจัย 
เรียน  
 จดหมายฉบับนี้มีวัตถุประสงคเพื่อขอความรวมมือจากทานและบุคลากรของทานในการเขารวมใหสัมภาษณ
ขอมูลประกอบการวิจัยของทีมนักวิจัยจากมหาวิทยาลัยมิสซูรี่-โคลัมเบีย เรื่อง “ความทาทายทางการบริหารของนัก
การศึกษาไทยตอการปฏิรูปการศึกษาและความไมสงบทางวัฒนธรรม” “(Leadership Challenges to Public 
School Principals in the Era of Education Reform and Cultural Unrest in Border 
Provinces of Southern Thailand) ในการศึกษาวิจัยเรื่องดังกลาวผูวิจัยมีความสนใจเกี่ยวกับความเขาใจและ
แนวทางดําเนินการของครูและผูบริหารในจังหวัดชายแดนภาคใตในการสนองตอบตอการปฎิรูปการศึกษาของไทย
ตามแนวพระราชบัญญัติการศึกษาแหงชาติพุทธศักราช 2542 รวมถึงความตึงเครียดที่เกิดจากความไมสงบในพื้นที่ 
ขอมูลจากการใหสัมภาษณของทานจักเปนประโยชนอยางยิ่งตอความเขาใจเกี่ยวกับประเด็นทางการศึกษาของไทย ซึ่ง
ทีมผูวิจัยจะไดนําความรูดังกลาวไปเผยแพรและจัดพิมพในวารสาร บทความทางดานการบริหารการศึกษา ผูนํา และ 
นโยบาย ในลําดับตอไป 

อนึ่งทีมผูวิจัยมีความประสงคในการสัมภาษณครูผูสอนโดยเฉพาะอาจารยพ่ีเลี้ยงจาก 
มหาวิทยาลัยสงขลานครินทรซึ่งทําการฝกปฏิบัติการสอน ณ สถานศึกษาของทาน ทั้งนี้ทีมผูวิจัยไดขออนุญาตคณบดี
คณะศึกษาศาสตร ดร.วสันต  อติศัพทเพื่อขอสัมภาษณนักศึกษาฝกสอน รวมถึง อาจารยนิเทศนักศึกษาซึ่งจะเดินทาง
ไปทําการนิเทศ ณ สถานศึกษาของทานดวย 
 

ผูวิจัยขอความรวมมือในการสัมภาษณทานและบุคลากรของทาน ณ สถานศึกษาของทานในชวงระหวาง
เดือนมิถุนายน-สิงหาคม โดยจะใชเวลาในการสัมภาษณประมาณ 30 ถึง 90 นาที ในการเขารวมเขาสัมภาษณทานจะ
ไดรับแบบฟอรมการยินยอมเขารวมการใหขอมูลกอนการสัมภาษณ  การเขารวมสัมภาษณใหขอมูลเปนไปอยางสมัคร
ใจ ขอมูลจากการใหสัมภาษณของทานจะถูกเก็บเปนความลับ 
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 จึงเรียนมาเพื่อขอความอนุเคราะหในการเขารวมใหสัมภาษณ 
 
 
        ขอแสดงความนับถือ 
 
 
                  Brendan  Maxcy  
        (Asst. Prof.Dr. Brendan Maxcy) 
         
 
Brendan D. Maxcy, Assistant Professor (Principal Investigator) 
Educational Leadership and Policy Analysis  
202 Hill Hall 
University of Missouri-Columbia  
Columbia, MO USA 65211 
573-882-1249 (office) 
573-884-5714 (fax) 
Email:  maxcyb@missouri.edu 
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PLEASE DETACH THIS PAGE AND GIVE TO THE PROJECT REPRESENTATIVE 

 
Leadership Challenges to Public School Principals in the Era of Education Reform and 

Cultural Unrest in Border Provinces of Southern Thailand 

 
 
Please check the appropriate line to indicate that you have read and understand this letter: 
 
_____ I give consent to participate in this project.  I understand that I will participate in 

an interview designed to gain information about my perceptions and experience 
related to leadership challenges in the era of education reform and cultural unrest. 
I understand that I will give consent to the investigator to view my transcripts.  

 
_____ I would like more information before giving consent.  Please call me at 

______________. 
 
_____ I do not give consent to participate. 
 
 
 
Signed:  ___________________________________             _________________ (Date) 
                                  
 
NOTE: Informed consent MUST be documented by the use of a written consent form 
approved by the IRB, and signed by you or your legally authorized representative.  A 
waiver of this requirement can only be granted by the University of Missouri-Columbia 
Campus Institutional Review Board for the Protection of Human Subjects in Research, in 
accordance with 45 CFR 46.  Also, you WILL be given a copy of this form for your 
records. 
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Appendix E 

Interview Protocol in English 
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Interview Questions for School Principals with Associated Probes 

 

Introductory questions 

1. We would like to know a little about you, your school and your community.   

a. Could you say a little bit about your school?  What sort of students attend?  

What are the teachers like?  Are you from this community or nearby? 

What is the community like?   

b. How long have you been an administrator? at the school?  in education? 

Where did you receive your training?  

Questions pertaining the National Education Act of 1999 

2. We are interested in leadership challenges you face under the education reforms 

introduced with the National Education Act of 1999?  

a. In general terms, what is the nature of these reforms? (note different points 

of emphasis including (a) “learning reforms” such as learner-centered 

approaches; (b) “teacher reforms” related to new professional 

expectations/requirements; and (c) educational and administrative 

management reforms” related to curriculum and instruction, school 

accountability and school finance arrangements  

b. Among the areas of emphasis in the educational reform agenda that you 

mentioned, which create the greatest challenges? In what ways? Why? 

Please explain. 

3. We want to know a little about how these reforms influence the administration of 

the school?   
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a. Can you say a little about the ways the reforms have changed your 

everyday practices and routines? Do you face new pressures from Ministry 

officials?  From local officials?  If yes, say a little about how the pressures 

differ from the past.  If no, say a little bit about the expectations of the 

ministry officials (and local officials) for school administrators.   

b. How are the teachers adjusting to the reforms?  Have you had to do things 

differently to assist the teachers?  If yes, how has the assistance changed?  

If no, what sorts of assistance do you typically provide teachers? 

c. In what ways are parents responding to the reforms?  Are parents aware of 

the reforms?  Are some more aware than others?  What are parents 

expectations for the school?  Do parents ask new questions or make 

different requests since the reform act? 

d. In what ways have the reforms changed things for the students in your 

school?   

4. If s/he was an administrator before the unrest intensified:  Since the reforms in 

1999, has your administrative role differed from the past?  In what ways has it 

differed?   

5. Would you like to share any other thoughts on the 1999 reforms? 

Questions pertaining to the intensified cultural unrest since January 2004 

6. In addition to the reforms occurring under the National Education Act, we are 

interested in leadership challenges you face as a result of the recent increase in 

cultural unrest in the border region? In general terms,  

a. What is the nature of the unrest in the region?   
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b. In what ways has the unrest been experienced in the local community?  

c. From what you have seen, what has been the local response to the unrest? 

d. What are your feelings about the situation? 

7. We want to know a little about how these unrest influences the administration of 

the school?   

a. Can you say a little about the ways the unrest has changed your everyday 

practices and routines? Do you face new pressures from Ministry 

officials?  From local officials? If yes, say a little about how the pressures 

differ from the past.  If no, say a little bit about the expectations of the 

ministry officials (and local officials) for school administrators.   

b. How have the teachers responded to the unrest?  Have you had to do 

things differently to support the teachers? to retain and/or recruit teachers?  

If yes, how has support (retention/recruitment strategies) changed?  If no, 

what sorts support (retention/recruitment strategies) do you typically 

provide (use)?  ?  Have you had to do things differently to retain and/or 

recruit teachers?  If yes, how have retention/recruitment strategies 

changed?  If no, what sorts of retention/recruitment strategies do you 

typically use? 

c. In what ways are parents responding to the unrest?  Are parents 

particularly concerned about the unrest?  Are some more concerned than 

others?  What are parents’ expectations for the school?  Do parents ask 

new questions or make different requests since unrest intensified? 
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d. In what ways has the unrest changed things for the students in your 

school?   

8. If s/he was an administrator before the unrest intensified:  Since the unrest 

intensified in 2004, has your administrative role differed from the past?  In what 

ways has it differed?  In what ways has it remained the same? 

9. Would you like to share any other thoughts on the unrest? 

Dealing with leadership challenges 

10. If a new principal asked for advice about how to deal with the challenges you 

have identified relating to the reforms or the unrest, what would you say to that 

person?  What sorts of strategies have you or administrators you have observed 

attempted?  Which strategies worked best?  Which did not work as well?   

11. We are interested in the role of leadership in meeting the leadership challenges 

faced by Thai educators dealing with the national reforms and the cultural unrest. 

a. Have there been new demands for leadership since the reforms?  Since the 

intensification of the unrest?  In what ways?  Why? 

b. Have you noted particular instances or acts of leadership related to the 

reforms, the unrest or both?  Could you describe an instance?  Who was 

involved, what was the situation, what happened etc. 

c. Who has the primary responsibility for leadership with regard to the 

reforms?  With regard to the unrest?  Do others have responsibility for 

leadership?  Who else and in what ways? 

12. That is all of our questions.  Do you have any questions for us?  Any other 

comments you would like to share? 
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Appendix F 

Interview Protocol in Thai 
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คําถามที่เกี่ยวของกับการวิจัยสําหรบัผูอํานวยการโรงเรียน 
 

คําถามนาํ 
1. อยากทราบประวตัิยอๆๆ เกี่ยวกับตวัทาน  โรงเรียน และชุมชน 

a. กรุณาใหขอมูลเบือ้งตนเกี่ยวกับตัวทาน (ประวัติการศึกษา ครอบครัว) ประวตัิโดยยอเกีย่วกับโรงเรียนของ
ทาน นักเรียนกลุมไหนที่สมัครเรียนที่นี?่ ลักษณะของครูที่นี่เปนอยางไรบาง? ทานมาจากชุมชนนี้หรือไม 
? ชุมชนทีน่ี่มีลักษณะเปนอยางไร? 

b. ทานดาํรงตําแหนงเปนผูบริหารทีน่ีก่ี่ป  ทานปฎิบตัิหนาที่ในฐานะผูบรหิารมาแลวกี่ป รับราชการรวมกี่ป 
ไดรับการฝกอบรมทางดานการศกึษาอะไรบางและที่ไหน? 

คําถามเกี่ยวของกบัพระราชบัญญัตกิารศึกษาแหงชาติ ป 2542 
2. เราอยากทราบเกี่ยวกับความทาทายทางดานการบริหารที่ทานกําลังเผชญิอยูในยุคของการปฏิรูปการศึกษาที่เชื่อมโยง

กับพระราชบัญญตัิการศึกษาแหงชาติ ป 2542 
a. ในยุคของการปฎรูิปการศกึษาทานเผชิญกับความทาทาย(ทางการบริหาร) อะไรบาง ธรรมชาติของการปฎิ

รูปมีอะไรบาง (a. การปฎิรูปการเรยีนรู เชนการเรียนการสอนโดยเนนนักเรียนเปนสําคัญ; b. การปฏิรูป
ครู (ความเปนมอือาชพี)/ความประคาดหวังจากครู และ c. การจัดการการปฏิรูปทางดานการศึกษาและ
ดานบริหารที่เกี่ยวของกับการสอนและหลกัสูตร ความสามารถของโรงเรียนในการสรางใหเกิดความ
นาเชื่อถือ การจัดการทางดานงบประมาณการเงินของโรงเรียน 

b. จากประเดน็ทางดานการปฎิรูปทีท่านกลาวถึง มีประเด็นไหนบางที่มีความทาทายโดยตรงตอการทาํงาน
ของทาน  ทาทายอยางไร ทาํไมถึงมีความทาทาย โปรดอธิบาย 

แนวทางในการดาํเนินการกับความทาทาย 
3. หากผูอํานวยการที่เพิ่งดํารงตําแหนงใหมขอคําแนะนําจากทานเกี่ยวกบัการจัดการกับความทาทายทางการบริหารที่

เกี่ยวของกับการปฎิรูปการศกึษาดังที่ทานไดกลาวไปเบื้องตนแลว ทานจะแนะนําบุคคลนั้นอยางไร? ทานมีกลวิธีใด
ในการจัดการกบัประเด็นดังกลาว? แนวทางใดทีท่านคิดวาไดผลดี? แนวทางใดที่มีอปุสรรคหรือไมไดผล?  

4. เราอยากทราบวาการปฎิรูปการศึกษาดังกลาวสงผลตอการบริหารงานโรงเรียนของทานอยางไร ? (เริ่มถามดานลาง
ไดเลย) 

a. การปฎิรูปดังกลาวทําใหเกิดเปลี่ยนแปลงทางดานการทํางานในชวีิตประจําวันอยางไรบาง? ทานเผชิญกบั
ความกดดนัใดๆๆ จากรัฐ หรือทองถิ่นหรือไม? หากใชกรุณาอธิบายวาความกดดันเหลานั้นมีความ
แตกตางอยางไรบางกับการทํางานในอดีตหรือกอนการปฎิรูปการศึกษา หากไมมีความกดดันกรุณาอธบิาย
ถึงความคาดหวังของรัฐ และ ทองถิ่นตอการบริหารงานโรงเรียนของทาน ? 

b. ครูในโรงเรียนมีการปรับตวัอยางไรบางตอการปฏิรูปการศึกษา? ทานไดทําสิ่งใดบางที่แตกตางออกไปเพือ่
ชวยเหลือครูเหลานั้น? หากมี ความชวยเหลือนั้นชวยใหเกิดความเปลี่ยนแปลงในโรงเรียนหรือไม?  หาก
ไมมีทานมีการใหความชวยเหลือใดบางตอครทูี่เอื้อตอการปฎิรูปการศกึษา? 
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c. ผูปกครองมีสวนรวมใดบางในกระบวนการของการปฎิรูป? ทานคิดวาผูปกครองมีความตระหนักหรือไม
อยางไร? คนกลุมไหนที่มีความตระหนักแตกตางกนั? ผูปกครองมีความคาดหวังอยางไรตอโรงเรียน 
ผูปกครองมีการตัง้คําถามหรือเรียกรองใดบางตั้งแตมกีระบวนการของการปฏิรูป? 

d. การปฎิรูปการศึกษาสงผลใหเกิดความเปลี่ยนแปลงใดบางตอตัวนกัเรียน? 
5. ตั้งแตมีการปฎิรูปการศึกษาในป 2542 บทบาททางการบริหารของทานเปลียนแปลงไปจากอดีตมากนอยอยางไร? 

หากเปลี่ยนแปลง มีความแตกตางกนัอยางไรบาง?  
6. ทานตองการแลกเปลี่ยนความคิดเหน็อื่นใดเกี่ยวกบัการปฏิรูปการศึกษาหรือไม? 

คําถามที่เกี่ยวของกับความไมสงบทางวัฒนธรรมในพืน้ที่ตั้งแต มกราคม 2547 
7. นอกเหนอืจากการปฎิรูปการศึกษาตามแนวพระราชบัญญัติการศกึษาแหงชาติ พ.ศ. 2542 เรามีความสนใจเกี่ยวกับ

ความทาทายทางการบริหารทีท่านเผชิญอยูซ่ึงมีผลมาจากเหตุการณความไมสงบในพื้นทีใ่นจังหวัดชายแดนภาคใต 
ดังตอไปนี ้(ถามดานลางไดเลย) 

a. ความไมสงบในพืน้ที่เกิดมาจากสาเหตุใด? 
b. ความไมสงบสงผลอยางไรบางตอชมุชนทองถิ่น? 
c. ในมุมมองของทาน ชุมชนตอบสนอง (มปีฏิกริยา) ตอความไมสงบที่เกิดขึ้นอยางไร? 
d. ทานรูสึกอยางไรบางตอสถานการณความไมสงบ? 

8. เราอยากทราบเกี่ยวกับผลกระทบของความไมสงบตอการบริหารงานโรงเรียนของทาน 
a. ความไมสงบในพืน้ที่สงผลตอการดาํรงชีวิตและปฏบิตัิงานในกิจวัตรประจําวันของโรงเรียนอยางไรบาง? 

ทานเผชิญกบัความกดดันจากรัฐอยางไรบาง? ทานเผชิญกับความกดดนัจากชมชนในทองถิ่นอยางไรบาง? 
หากมี กรุณาอธิบายวามีความแตกตางอยางไรบางกับการทํางานในอดตี หากไมมีกรุณาอธิบายเกี่ยวกับ
ความคาดหวังของรัฐ หรือทองถิ่นตอการบริหารงานโรงเรียน 

b. ครูผูสอนตอบสนองตอความไมสงบในพื้นทีอ่ยางไรบาง? ทานมกีารจดัการทีแ่ตกตางออกไปหรือไมตอ
การสนับสนุนครู เพื่อใหครูทําหนาที่ไดอยางเชื่อมัน่ หากมีกระบวนการสนับสนุนใหครูทํางานอยางมี
ความเชื่อมั่น หรือมีการจัดการคัดเลอืกครู ประเด็นดังกลาวมีความเปลียนแปลงไปหรอืไม? หากไมมี ทาน
มีการสนับสนุนใดบางในการใหครูปฎิบัติการสอนตอหรือจางครู? ทานไดดําเนินการใดบางทีแ่ตกตาง
ออกไปในการรักษาบุคลากรครูไวหรือจางครู ถามี ทานใชกลวิธีใด? หากไมมี ทานใชกลวิธีใดในการ
รักษาบุคลากรหรอืจางครู? 

c. ผูปกครองมีการตอบสนองอยางไรบางตอเหตุการณความไมสงบ? ผูปกครองมีความกงัวลตอสถานการณ
หรือไม? ความคาดหวังของผูปกครองตอโรงเรียนคืออะไร? ผูปกครองถามคําถามหรอืมกีารรองขอที่
แตกตางออกไปหรือไมอยางไรตั้งแตมีความไมสงบในพื่นที่มีความตึงเครียด? 

d. ความไมสงบในพืน้ที่ทาํใหเกิดการเปลี่ยนแปลงใดบางในสถานศึกษาของทาน? 
9. ทานเปนผูบริหารกอนความไมสงบในพื้นที่หรือไม? ตั้งแตเกิดความไมสงบในพื้นที่ในป 2547 บทบาทในการ

บริหารงานของทานมีความแตกตางกันหรือไมกบับทบาทในอดีต? มคีวามแตกตางอยางไร? 
10. ทานตองการแลกเปลี่ยนความคิดเหน็อื่นใดเกี่ยวกบัความไมสงบในพื้นที่? 
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แนวทางในการดาํเนินการกับความทาทาย 
11. หากผูอํานวยการที่เพิ่งดํารงตําแหนงใหมขอคําแนะนําจากทานเกี่ยวกบัการจัดการกับความทาทายทางการบริหารที่

เกี่ยวของกับความไมสงบในพื้นที่ดงัที่ทานไดกลาวไปเบื้องตนแลว ทานจะแนะนาํบุคคลนั้นอยางไร? ทานมีกลวิธีใด
ในการจัดการกบัประเด็นดังกลาว? แนวทางใดทีท่านคิดวาไดผลดี? แนวทางใดที่มีอปุสรรคหรือไมไดผล?  

12. เราสนใจเกี่ยวกับบทบาทการเปนผูนําที่สอดคลองกบัความทาทายทางการบริหารที่นกัการศึกษาไทยกําลังเผชิญอยูใน
สวนของการปฏิรูปทางการศึกษาและเหตการณความไมสงบในพื้นที ่

a. ทานคิดวามีความจําเปนใหมๆ หรือรูปแบบใดบางตอภาวะการณการเปนผูนําของผูบริหารในยุคของ
การปฎิรูปการศึกษา?  กรุณาอธิบาย 

b. ทานไดสังเกตเห็นผูนําของทานไดแสดงภาวะผูนําดงักลาวหรือไมอยางไร และตัวทานเองไดแสดงบทบาท
การเปนผูนาํที่เกี่ยวของกับการปฎิรูปการศกึษาอยางไรบาง กรุณายกตวัอยาง ในบทบาทดังกลาวมบีุคคลใด
เกี่ยวของบาง? ในสถานการณใดบาง? มีอะไรเกิดขึ้นบาง? 

c. ทานคิดวามีความจําเปนใหมๆ หรือรูปแบบใดบางตอภาวะการณการเปนผูนําของผูบริหารในชวงของ
ความไมสงบในพืน้ที่? กรุณาอธิบาย 

d. ทานไดสังเกตเห็นผูนําของทานไดแสดงภาวะผูนําดงักลาวหรือไมอยางไร และตัวทานเองไดแสดงบทบาท
การเปนผูนาํที่เกี่ยวของกับการเหตุการณความไมสงบอยางไรบาง กรุณายกตัวอยาง ในบทบาทดังกลาวมี
บุคคลใดเกี่ยวของบาง? ในสถานการณใดบาง? มีอะไรเกิดขึ้นบาง? 

e. ทานคิดวาในยุคปฎิรูปการศกึษา ภาวะผูนาํเปนหนาทีข่องใคร?  มีใครอกีบางที่ควรรบัผิดชอบในการเปน
ผูนําตอสภาวะการณดังกลาว? บุคคลเหลานั้นควรมสีวนรวมอยางไร? 

f. ทานคิดวาในยุคของเหตุการความไมสงบ ภาวะผูนําเปนหนาที่ของใคร?  มีใครอีกบางทีค่วรรับผิดชอบใน
การเปนผูนาํตอสภาวะการณดังกลาว? บุคคลเหลานัน้ควรมีสวนรวมอยางไร? 

12. ทานมีคําถาม ขอสงสัยหรือประเด็นเพิ่มเติมที่จะแลกเปลี่ยนหรอือธิบายหรือไม 
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The Excerpt of Thai Original Transcript 
 
Participant: Principal from Province A, School 1 
 
ผูวิจัย :อยากใหอาจารยชวยเลาประวัติยอ ๆ เกี่ยวกับตัวอาจารยนะครับ  
ผอ: :เปนนักเรียนมัธยม จาก รร. มหาวชิราวุธ จ.สงขลา...แลวกม็าเรียน ปวส ที่วิทยาลัยครู จ. สงขลา แลวก็จบ ป.ตรี ที่ 

มศว. สงขลา สมัยกอนนะครับ..จากนั้นก็มาเปนอาจารยสอนที่ รร.หาดใหญวิทยาลัย อยู 19 ป แลวก็ขอยายมาเปน
ผูชวยผูจัดการ รร.วิทยาลัยสมบูรณพูนปญญา...จากนัน้ก็ออกไปเปน ผอ. ที่ รร. ประดังศกึษา  รร.หาดใหญวิทยาลัย 2  
รร.นราธิวาส....ระยะการเปนผูบรหิารของผมก็ 10 ป 

ผูวิจัย :รับราชการรวมทัง้หมดกี่ป ครับอาจารย 
ผอ :ตอนนี้ก็เปน 33 ป ...ผมเริ่มรับราชการตั้งแตป 2516 
ผูวิจัย :ในชวงทีอ่าจารยปฏิบัตหินาที่ราชการเนี่ย อาจารยไดรับการฝกอบรม สัมมนาดูงาน โดยหลัก ๆ ที่ไหนบาง  ในเรื่อง

อะไรครับอาจารยครับ 
ผอ :สัมมนาในเรื่องของที่ สบถ. จดั สวนใหญผมก็จะไปนะครับ...ในชวงหลังเนี่ยก็ไดไปดงูานที่ประเทศมาเลเซีย ที่

กระทรวงศึกษาธิการจัด...ใหเปนโครงการรวม เพื่อความมั่นคงในภาคใต คือเอาคณะผูบริหาร รร. ของเอกชนของ 
รร.มัธยมเรา ไปดงูานดานการศึกษาที่ประเทศมาเลเซยี เมื่อปที่แลว ป 2548 และก็ไดกลบัมาสัมมนากนั หารูปแบบที่
จะปรับกัน วาที ่มาเลเซียเคาจัดการศึกษา ยังไง  และเราจัดอยางไร  แลวอีกอยางเราก็เอาเจาของ รร.เอกชน ไปดูวา 
สภาพจริง ๆ ของโรงเรียนในประเทศมาเลเซียซ่ึงเปนตนแบบทางการศึกษาศาสนาอิสลาม เคาจัดกันอยางไร ทําให
เกิดความเปลี่ยนแปลงในวิสัยทัศนในบางเรื่องของเจาของ รร.เอกชน 

ผูวิจยั :ที่ไปเนี่ย ...หลังจากไปดูแลวเปนยังไงบาง  ไดพดูคุยอะไรกันบาง 
ผอ :คือชวงนีท้างกระทรวง ฯ มีจดัไปอยูเรื่อย ๆ แตชวงหลังยังไมมีการรายงานผลวาเปนยังไงบาง  แตคิดวาหลังจากไปดู

เนี่ย ...เพราะวาตอนเราเดินทางกลับเราก็ไดมาสัมมนา คุยกันในรถยนตตลอดเวลา จากการที่ผูจัดการ รร. เอง เจาของ 
รร. เอง ...คือเคาจะเปลี่ยนความคดิไปเยอะเหมือนกนั จากหลกัสูตรการเรียนการสอน 

ผูวิจัย : เมื่อกี้เบื้องตนอาจารยบอกวาอาจารยไดไปที่ญี่ปุนดวย 
ผอ :ผมไปญี่ปุนทาง Japan ……. เคาคัดเลือกให ครูทุกประเทศทั่วโลก...ตอนที่ผมไปนี ่ครู 60 กวาคน จาก 17-18 

ประเทศ เมืองไทยก็จะไดรับคัดเลอืกไป 5 คน ผมเปนหัวหนาทีม 
ผูวิจัย :เคาคัดเลือกยังไงกันครับอาจารยเคาใหเขียนวิสัยทัศน เขียนประวัต ิเขียนความสนใจเรื่องจะทาํอะไรก็เขยีนเปน

ภาษาอังกฤษไป...ที่ผมไดไปนีอ่าจจะเพราะผมเปนผูบริหาร รร. ในสามเหลี่ยมภาคใตก็ได ซ่ึงอาจจะโอกาสดีกวา ครู 
รร.อื่น ๆ  จากนั้นก็เปนครูผูสอนในทั่วประเทศ 4 ภาค คือ เคาคัดภาคละคน เหนือ กลาง ใต อีสาน เปนผูบรหิาร รร. 
ไป..ก็ไปดู  ทางญีปุ่นนี่เคา..จดุประสงคนี่เปนการสรางความเขาใจอันดีระหวาง คนทั่วโลก กบัประเทศของเคา แตเคา
เลือกครู เพราะเคาถือวาครูเนี่ยสามารถมาขยายผลใหกับ นร. ใหกับผูปกครองอะไรเนี่ย ก็นาจะประสบความสําเร็จ 

ผูวิจัย :กับไปที่ครอบครวั เมื่อกี้นี ้อาจารยลืมใหรายละเอียด 
ผอ :ผมมีภรรยา เปนครูสอนอยู ที ่รร. เดชะปตตนฯ  ปตตานี  ผมมีลูกสาว 2 คน  คนพี่ก็จบ ป.โท ทางดานธุรกิจระหวาง

ประเทศ มหาวทิยาลัย ....แลนด ออสเตรเลีย  ตอนนีท้ํางานอยูที่ ธนาคาร ฮองกง เซี่ยงไฮ อยูกรุงเทพฯ นะครับ  คนที่
สอง ก็กําลังเรียนตอป.โท อยูทีอ่อสเตรเลียเหมือนกนั ทางดานการบรหิารการตลาดที่ คิว ยู ที นะครับ 

 
 



 

 

 

293

 

 

 

 

 

 

 

 

 

 

 

Appendix H 

The Translation of the Excerpt of Thai Original Transcript 
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The Translation of the Excerpt of Thai Original Transcript 

Participant: Principal from Province A, School 1, urban (high conflict area) 
 
Researcher:  :Could you say a little bit about your educational background?   
Principal : I graduated from (………..) School, Songkla province (a secondary 

school) and I got a teacher diploma from (……….) (formerly known 
……. University and now called (……….) University) After that I taught 
at (………….) School for 19 years. Then I transferred to be a vice school 
director at (………….) School. I became a school principal at (……….), 
(…………),(…………) , (…………) and (…………). My principalship 
term is about 10 years.  

Researcher  : How long have you been in education? 
Principal : So far 33 years. I served as a government official in 1973. 
Researcher : Where did you receive your training, workshop, or seminar? 
Principal : I always participate in trainings held by Sor Por Tor (OBEC: Office of 

Basic Education Commission). Lately, I got an educational training from 
Malaysia held by the Ministry of Education. This is a collaborative 
program that aims to maintain and promote the stability in Southern 
Thailand. Teachers from private schools and secondary schools had a 
chance to participate in educational training programs in Malaysia last 
year. After the training, we had a seminar to adjust and reconsider models 
how to provide education in our region and we also compared with 
Malaysia how their government provide education for their children. Also, 
the main goal of this training was to allow the owners of private Islamic 
schools to see the reality of educational provision in Malaysia where is a 
country of an Islamic model in the region.  

Researcher : Ha hah.  
Principal : Experiences from the seminar led to changes, especially new visions for 

the owners’ private Islamic schools who joined in this program… to see 
the opportunities and reality in providing education for their schools.   

Researcher : So.. what is going on after the seminar? 
Principal : Err…  At this moment, the Ministry of Education keeps continuing in 

holding the programs, but there is no evaluation or report of Islamic 
schools how they adjust or adapt their educational provision for their 
school contexts. But, after we came back we talked a lot with the owners 
of the schools about the training program… and I think this works because 
there were some changes about their opinions in providing education and 
also teaching and curriculum management … I think this is a very 
important point.  

Researcher : What about your family sir? 
Principal : My wife is a teacher and now she is teaching at (…………) School. I’ve 

two daughters. The older one got a Master’s Degree in International 
Business from Queensland University, Australia and now she is working 
for Bank of Hong Kong Shanghai, Bangkok. And my second daughter is 
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also doing a Master’s Degree in Marketing Administration at QUT in 
Australia.   
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Appendix I 
 

The Thai Conversion of English Translation 
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The Thai Conversion of English Translation 
 

ผูใหขอมูล:  ผูอํานวยการโรงเรียน ปตตานี เอ โรงเรียน 1 
 
ผูวิจัย   :ขอเรียนถามเกี่ยวกับทานผอ.  และโรงเรียนของทานหนอยครับ 
ผอ   :ผมจบระดับมัธยมศึกษาจากโรงเรียน........... ที่สงขลา และไดรับประกาศนียบัตรวิชาชพีครู(??ไมแนใจวาใช 

หรือปลาว )จากวทิยาลัยครู (มหาวทิยาลัยราชภัฎในปจจุบนั)   พอเรียนจบกไ็ปเปนครู สอนที่โรงเรียน  ......เปนเวลา  
19 ป หลังจากนั้นก็ยายไปเปนผูชวยผูอํานวยการที่โรงเรียน ........  ตอมาก็ไปเปนผอ. ทีโ่รงเรียน ......, ….., …., 
….., และ .........  รวมระยะเวลาที่อยูในตําแหนงผอ.ก็ 10 ป 

ผูวิจัย  :แลวทานอยูในแวดวงการศึกษามานานเทาไหรครับ 
ผอ    :33 ป  ผมเริ่มรับราชการในป 1973  
ผูวิจัย :  ทานเคยเขารับการฝกอบรม สัมมนา ทีไ่หนบางไหมครับ 
ผอ  : สวนใหญผมจะเขาอบรมโครงการที่สพฐ (สํานักงานคณะกรรมการการศึกษาระดบัพืน้ฐาน ?)เปนคนจัด  เมื่อไมกี่

วันมานี ้ผมไปมาเลเซียเพื่อรับการอบรมหัวขอเกี่ยวกบัการศกึษา ซ่ึงเปนโครงการที่จัดขึน้โดยความรวมมอืระหวาง
กระทรวงศึกษาธิการและรัฐบาลมาเลเซีย  โครงการนี้มีวัตถุประสงคเพื่อเสริมสรางและรกัษาความมัน่คงในภูมิภาค
ตอนใตของไทย โดยเฉพาะในสามจงัหวัดชายแดนภาคใต  เปาหมายอีกอันหนึ่งก็คือเพื่อเปดโอกาสให เจาของ
โรงเรียนเอกชนสอนศาสนาอิสลามไดมีประสบการณเกี่ยวกับรูปแบบการจัดการศึกษาของมาเลเซียซ่ึงถือวาเปน
ตนแบบการจดัการศึกษาในภูมิภาคนี้ โครงการนี้มีครูจากโรงเรียนเอกชนและมัธยมเขารวม หลังการอบรม ก็มีการ
สัมมนาเกี่ยวกับการพิจารณาจัดรูปแบบการศึกษาในภูมิภาคตอนใตนี้  โดยศึกษาเปรียบเทียบกับรปูแบบการจัด
การศึกษาของมาเลเซีย ประสบการณที่ไดรับจากการสัมมนาครั้งนั้นนาํไปสูการเปลี่ยนแปลง    โดยเฉพาะสราง
วิสัยทัศนใหม ๆ ใหแกผูบริหารโรงเรียนเอกชนสอนศาสนาอิสลามทีไ่ดเขารวมโครงการนี้ 

ผูวิจัย :ไมทราบวาหลังสัมมนาแลวไดทําอะไรตอบางครับ 
ผอ : โครงการนี้ยังคงจัดตอเนือ่ง  แตกไ็มมีรายงานหรือการประเมินผลวาโรงเรียนเอกชนฯ เหลานั้นไดมีการปรับปรุง

รูปแบบการจดัการศึกษาในโรงเรียนหรือไมอยางไร แตเราก็มีการพดูคุยกันมากขึ้นกบัเจาของโรงเรียนเอกชนฯและ
พบวามีบางคนทีคิ่ดจะเปลี่ยนแปลงการจัดการเรียนการสอน หรือหลกัสูตรในโรงเรียนของตัวเองซึ่งผมคิดวาเปนจดุ
ที่สําคัญ  

ผูวิจัย : ขอเรียนถามเกี่ยวกับครอบครัวทานบางไดไหมครับ 
ผอ : ภรรยาผมเปนครู สอนอยูที่โรงเรียน........ ผมมีลูกสาว 2 คน คนโตจบปริญญาโท สาขา ธุรกิจระหวางประเทศ จาก

มหาวิทยาลัยควีนสแลนดในออสเตรเลีย ตอนนีท้ํางานที่ธนาคารฮองกง-เซี่ยงไฮ ในกรุงเทพ ลูกสาวคนที่ 2 ก็กําลัง
เรียนตอปริญญาโทสาขาการบริหารการตลาดที่ QUT ในออสเตรเลียเหมือนกัน 
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	Chapter four has focused on public secondary school principals’ leadership challenges in the era of education reform associated with the NEA of 1999. This study revealed that principals across each province shared similarities and differences about their perspectives and experiences on leadership challenges from working in the era of education reform.  The first main leadership challenge found in this study was working on the new administrative structure and management systems. This challenge seemed to be the most highlighted issue which became disputes for principals in this study. The new administrative challenges not only created confusion to school principals, but also the feeling of competitions among different administrative levels (the RESA and secondary schools) and among schools levels (e.g., primary and secondary schools and secondary and private Islamic schools). 
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	โครงการวิจัยนี้จะช่วยส่งเสริมให้ผู้วิจัยเข้าใจเกี่ยวกับการรับรู้และประสบการณ์ของผู้บริหาร และนักการศึกษาในการจัดการเกี่ยวกับการปฎิรูปการศึกษาและประเด็นของความหลายหลายทางวัฒนธรรม นอกจากนี้การศึกษาวิจัยดังกล่าวจะช่วยให้ผู้เข้าร่วมวิจัยเองเข้าใจบทบาท หน้าที่ที่เปลี่ยนไปในการปฏิรูปทางการศึกษา และการจัดองค์กรของโรงเรียน การศึกษาวิจัยจะช่วยให้นักการศึกษานำไปสู่การพิจารณาและปรับเปลี่ยนการสอนและรูปแบบการบริหารเพื่อช่วยให้สามารถพัฒนาโรงเรียนให้มีศักยภาพมากยิ่งขึ้นในการสนองตอบต่อความต้องการของนักเรียน โรงเรียน และชุมชนในยุคปฏิรูปการศึกษา โดยเฉพาะการนำนโยบาย ไปสู่การปฏิบัติใช้อย่างเป็นรูปธรรม  การเข้าร่วมในการวิจัยดังกล่าวไม่ส่งผลกระทบต่อการปฎิบัติหน้าที่ใดๆ ของผู้ให้ข้อมูล 
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	ความสมัครใจในการร่วมให้ข้อมูล 
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