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Abstract 

This paper presents leadership perspectives and leadership styles in the didactic room. The 

paper problematizes and develops new knowledge concerning the complex and often 

paradoxical circumstances that characterize teachers‘ leadership. The aim is to develop new 

knowledge about teachers‘ leadership perspectives and styles in the didactic room.  Our 

literature review demonstrates a lack of an explicit and unifying concept that encompasses 

teachers‘ various perspectives and behavioral styles in the didactic room. The meaning of the 

concept ―perspective‖ precedes the implementation of an individual style of leadership by 

promoting alternative overviews that the teacher can use, depending on the context, situated 

activity/task, and student. Any style of leadership will then refer to a specific social behavior.  

Our result shows that using conscious didactic action skills, teachers can act more effectively 

and qualitatively better approach new and unpredictable problem situations.  
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1. Introduction 

This conceptual paper is about teachers‘ leadership in actual teaching situations and within the 

teaching and learning processes that take place there. Teachers are faced with a complicated 

responsibility for organizing interactions and group processes, for applying their own skills in 

relation to the subject matter, and for understanding and presenting the subject matter in a way 

that optimally benefits the student. Dewey defined the teacher as follows:  
 

The teacher is not in the school to impose certain ideas or to form certain habits in the 
child, but is there as a member of the community to select the influences which shall 
affect the child and to assist him in properly responding to these influences (Dewey, 
1972, p. 88) 

 

Leadership is what every teacher employs in their dealings with students and their parents 

(Billmayer, 2012; Crowther & Olsen, 1997; Ertesvåg, 2009; Granström, 2012; Steinberg, 

2002, 2005; Stensmo, 2000, 2008). The association of leadership with the work that teachers 

perform can be explained by the fact that a) education is the managing of someone else‘s 

learning and development, b) the school, interacting with the surrounding society, has become 

much more than a ―knowledge intermediary,‖ and c) a teaching situation can be perceived as a 

small social organization, with the teacher as leader and the students as followers (Billmayer, 

2012; Granström, 2012; Pounder, 2008; Steinberg, 2005; Stensmo, 2000). An important 

consequence of this association is that the circumstances of the teaching situation reflect what 

is happening in the community (Assarson, 2007; Billmayer, 2012; Bunar, 2001). The 

individual teaching situation, which we term ―the didactic room‖ and includes teaching 

preconditions, implementation, and treatment of the subject matter and the students‘ learning, 

can thus be understood as a socially relevant background for the visualization of the different 

perspectives and styles of leadership.  

 

The aim of the paper is to problematize and develop new knowledge concerning the complex 

and often paradoxical circumstances that characterize teachers‘ leadership perspectives and 

styles in the didactic room. The goal is to illustrate teachers‘ leadership in relation to the three 

relations in the didactic triangle: teacher-student, teacher-subject, and subject-student 

(Ullström, 2008). The relationships are expressed within a communicative and interactive 

process typified by power and influence relative to what is being discussed and on whose 

terms. 

 

We believe that there is insufficient explicit theoretical knowledge of teachers‘ leadership in 

the didactic room. This dearth of knowledge is reflected in the existing scientific literature 

about leadership in schools, which is more concerned with school organization than with the 

actual teaching situation in a didactic perspective (Berg, 2003; Hattie, 2009; Jank & Meyer, 

1997; Stensmo, 2000). The focus of the literature on school organization could lead to an 

underestimation of teachers‘ need for integrated knowledge of different leadership 

perspectives and styles that are applicable in the didactic room. This underestimation does not 

dismiss the fact that many teachers are well aware of their leadership responsibilities. 
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However, there is a risk that such awareness will remain tacit knowledge, rather than be 

developed into explicit knowledge, for the vast majority of teachers. 

 

Another important reason for the need for integrated knowledge is provided by the Swedish 

perspective that teachers‘ leadership and didactic competence is emphasized in policy 

documents (National Agency for Education, 2011). These documents (Prop. 2009/10:89) are 

important for new teacher education and are requested in evaluations from The Swedish 

Schools‘ Inspectorate (Skolinspektionen, 2010) to increase teachers‘ professionalism and 

enhance the quality of the school.  

 

This paper integrates approaches to leadership in the didactic room. The results will help fill a 

knowledge gap in this area by contributing scientifically based knowledge of teachers‘ 

leadership. The current state of knowledge is that a) there is a lack of didactic knowledge from 

a leadership perspective to better support students‘ learning approaches and reading 

comprehension, b) there are limited scientific studies on the complex circumstances of teacher 

leadership, c) it is difficult to find textbooks that are devoted to identifying the various types of 

complex, problem situations that teachers often face in their didactic leadership, d) it is difficult  

for teacher educators to find literature on leadership theory or empirical evidence that takes 

into account the teachers‘ own descriptions of and perspectives on their specific situations, and, 

finally, e) there are few or no courses in higher education that specifically address, in a 

compartmentalized manner, both the didactic room as a distinct social organization and 

teachers‘ unique and specific circumstances in terms of didactic leadership.  

 

First, we create a background for our definition of the didactic room, and thereafter we discuss 

leadership in the didactic room and the use of different leadership perspectives and styles. The 

paper ends with a combined presentation of both knowledge about leadership perspectives and 

styles and knowledge about the didactic room. 

2. Background 

There is relatively broad international research on leadership in the classroom (Hattie, 2009; 

Stensmo, 2000, 2008), which is derived primarily from research on ―classroom management‖ 

from the U.S. The Swedish research on this, however, has been relatively sparse in the last 

ten years (Berg, Sundh, & Wede, 2012). We have found the National Agency for Education 

overview (Granström, 2007) and one dissertation (Karlberg, 2011). Moreover, leadership in 

the classroom from a didactic perspective seems to be a completely unexplored area. This 

finding is surprising given that teachers, according to Hattie‘s (2009, p. 238) metaanlysis, are 

―the most powerful influences in learning‖ and that obtaining excellence in education 

advocates teachers‘ developing thinking, reasoning, and problem-solving skills and strategies 

about the curriculum. 

 

Former national and international definitions of concepts such as educational leadership  

(Crowther & Olsen, 1997), teacher leadership (Little, 2003; Muijs & Harris, 2003; York-Barr 

& Duke, 2004), and leaders in the classroom (Grinder, 2003; Grinder & Bill, 1999; Stensmo, 
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2000, 2008) have not explicitly mentioned the didactic room. Instead, they referred to 

educational culture, schools, groups, or individuals. As a result, the analysis of teachers‘ 

leadership as its own, distinct phenomenon has largely been neglected. This neglect is 

particularly true for leadership and organization research in general (Berg et al., 2012). 

2.1 Didactics: Explore, Describe, and Articulate Teachers’ Leadership 

Teachers are usually personally responsible for individual teaching situations. Teaching 

situations can range from a spatially limited classroom to an open area with a vaguely defined 

learning situation on a certain subject matter. Another type of teaching situation, classroom 

diversity, can be defined as a situation in which teachers are responsible for including students 

from different cultural backgrounds (Lahdenperä & Sandström, 2011). The complexity and 

variability of this type of didactic room constitutes the analyzing unit in this paper.  

 

Didactics is defined as the science of teaching and learning both in theory and practice. It 

considers what teachers should teach and the connection between teaching goals and methods. 

Since didactics can be seen as both a practical science and the art of teaching, it requires a 

systematic approach using scientific principles and a professional who can master this art. The 

didactic scholar needs to apply general principles to changing situations and also to work 

cooperatively, because didactics is based on the interaction between teacher and student 

(Kansanen, Hansén, Sjöberg, & Kroksmark, 2011). 

 

Didactics is used in schools to analyze learning situations and to use this analysis to determine 

and justify how teaching is conducted. There are usually four didactic areas that the teacher 

should consider: What should be taught? Why should it be taught? How should it be taught? To 

whom should it be taught? The analysis is linked to the answers to these questions (Jank & 

Meyer, 1997). 

 

According to Uljens (1997), didactic theories and models are useful tools for teachers‘ 

profession development. Didactic models can also help create a reflective self-distance. 

Teachers can use theoretical language to describe their practice and thereby clarify and 

understand their pedagogical and educational choices and place their work in an educational 

context. Didactics can therefore be seen as a tool to explore, describe, and articulate the 

teacher‘s leadership in a teaching situation. Teachers‘ didactic skills are emphasized in policy 

documents and curriculum texts and are considered to enhance teachers‘ professionalism and 

provide them with important support in teaching (Kroksmark, 2000). Jank and Meyer (1997, p. 

34) argued both that ―the yardstick for the usability of the didactic theory of knowledge is 

successful teaching‖ and that this area has only been investigated to a limited extent, especially 

from a leadership perspective. 

  

2.1.The Didactic Room 

Leadership in education using didactic action competence may differ, depending on the subject 

matter. For example, didactic leadership in physics can be different from that in English. Our 

definition of the didactic room is based on Ullström‘s (2008) version of the didactic triangle.  
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Comenius described its complexity in the 1600s. The triangle consists of three axes ; 

teacher-student, teacher-subject, and subject-student (see Figure 1).  

                       

Figure 1. The didactic triangle from Ullström (2008) 

The teacher-student axis concerns the interaction between teacher and student/student group, 

the teacher‘s awareness and intentions of his or her leadership, and the results of the 

leadership. This axis is connected to the teacher‘s knowledge of classroom interaction, group 

processes, and socio-cultural relations and the ability to handle this knowledge. An important 

and decisive factor for success in teaching is a good relationship between teacher and 

students (Hattie, 2009; Sylwester, 1997). The axis concerns teacher insight into what takes 

place in the didactic room and into his or her own leadership and teaching style (Boström, 

2011a, 2011b; Stensmo, 2000). Therefore, this axis represents the micro-aspects of teaching 

and the link between the teacher‘s values and intentions, on one hand, and the teacher‘s 

ability to achieve a constructive learning environment in the didactic room, on the other 

(Grinder, 2008; Steinberg, 2012).  

  

The teacher-subject matter axis includes the didactic questions that guide teachers in their 

choice of materials, teaching strategies, and personal performance. Even the rhetorical 

tradition is strongly connected to the didactic. The axis draws attention to both the teacher‘s 

behavior and his or her relationship to the subject matter, to what should be communicated, 

and, of course, why. Communication in this sense is about rhetoric, including the teacher‘s 

experience, oratory, understanding of the receiver,  and ability to achieve a given 

communicative goal. Form and content are two aspects that mutually presuppose and 

condition each other (Hellspong, 2009). This axis is more about teachership, i.e., having an 

area of knowledge (the subject) and an ability to illustrate this knowledge (Steinberg, 

forthcoming). The axis also assumes, in a didactic sense, a teacher who is self-aware. 



International Journal of Human Resource Studies 
ISSN 2162-3058 

2012, Vol. 2, No. 4 

www.macrothink.org/ijhrs 171 

 

The subject-student axis includes the teachers‘ choice of strategies for stimulating the 

student/student group in an optimal way. The methodological axis is about the dialectic 

between understanding and performance. Knowledge is always situated and connected to an 

act or state of readiness. These acts or states include individual work, group work, subject 

and/or thematic integrated approaches, practical/abstract subject content, and work methods. 

Implicitly, this axis touches on the teacher‘s competence to expand his or her methodological 

repertoire to match the individual student and the student group, as well as other specific 

factors (Grinder, 2008). The axis deals with the exposition of the subject matter to the student 

in an accessible way that it is both individualized and has a progression (Boström, 2004). An 

understanding of people‘s unique styles and didactic matching is needed for success (Dunn & 

Dunn, 1999; Dunn & Griggs, 2007). An important factor in this axis is that the teacher assumes 

the students have preconceptions that enable them to understand the subject and enable the 

teacher to believe that he or she can lead the individual and group. Leadership requires the 

teacher to establish a agreement with the individual student and to get a student group to 

identify with the subject matter.  

 

In short, the framework of the didactic room focuses on the teachers‘ responsibilities in the 

interaction between teacher and student, on didactic questions that help teachers in their choice 

of materials, and on teaching strategies. 

3. Research on Teacher Leadership Delineated Circumstances 
 

As mentioned earlier, there is little research on leadership in the didactic room. However, there 

is research that addresses teacher leadership delineated circumstances. Concerning the 

relationship between teacher and student, Ertesvåg (2009) introduced results from an 

evaluation of three aspects: academic support, emotional support, and monitoring of pupils‘ 

work and behavior. The results show an increase in all aspects, implying that teachers allow 

themselves to be influenced in their leadership. Pounder (2008) reported from a study of the 

combination of transformational and transactional leadership at a university in Hong Kong. 

However, this study does not investigate the teachers‘ view, but the students‘. A particularly 

interesting feature of Pounders study is that it takes into account both organizational and 

cultural similarities and differences.  

 

Freiberg and Lamb (2009) distinguished between teacher, student, and person-centered 

classrooms. They argued in favor of the person-centered classroom, in which all the 

participants share a leadership that is characterized by both teachers‘ and students‘ internalized 

self-discipline. In the person-centered classroom, teachers behave empathetically toward 

students; students feel an affiliation to the school; the climate is marked by a combination of 

risk-taking, trust, and a strong sense of community; and, last but not least, students employ 

self-discipline. Hattie (2009) showed that the most effective factors for leading learning in the 

classroom are situational awareness and mindfulness, which means that the teacher has an 

―appropriate mental set‖—an awareness to quickly identify and respond to potential behavioral 
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problems—and is emotionally objective. Hattie concluded that the teacher-student relationship 

is a powerful moderator of teacher leadership.  

 

Successful leadership in a classroom in which both the individual and group are matched 

verbally and nonverbally is described by Grinder (2000, 2003, 2008) and Von Zoller (2007). 

An awareness of one‘s perceptions, leads to the purposeful adaptation, shaping, and selection 

of methods of communication to convey the intention of the message, while simultaneously 

enhancing and sustaining the synchronized understanding among individuals. The studies of 

Ertesvåg (2009), Freiberg and Lamb (2009) Grinder (2000, 2003, 2008), Hattie (2009) 

Pounder (2008), and Von Zoller (2007) all illuminate the relationship between teacher and 

student and/or student group. 

 

The student-subject relationship is addressed by Schussler (2009) and Mader (2009). Schussler 

(2009) explained how teachers can engage uninterested students through challenges, support, 

instruction, and relevance. Mader (2009) believes that a teacher and leader in the didactic room 

should abandon stimulating students by means of external rewards such as points or symbols of 

various kinds and should instead get to know students and what motivates them. The key to 

successful leadership, she said, lies in assigning schoolwork that is interesting for students. 

 

Information on the individualization of teaching and the positive effects of it on performance, 

memory retention, attitudes, and behaviors is present in the research on learning styles (Dunn 

& Griggs, 2007), learning strategies (Riding & Rayner, 1998), and learning approaches 

(Rayner & Cools, 2010). Research on learning designs (Selander & Kress, 2010) has examined 

how students can best absorb subject content with the help of positive learning environments 

and aesthetic learning processes.  

 

An understanding of the relation between the teacher and subject entails evaluating the process 

by which a teacher transforms general knowledge into subject matter. The teacher needs to give 

the subject a structure and the content a didactic form, and the teacher should be able to present 

the subject in an efficient manner. This methodological transformation is reported in Boström 

(2004) and Boström and Strzelecka, (forthcoming), especially regarding grammar didactics. 

The teacher‘s competence to expand his  or her methodological repertoire and to meet diverse 

student needs is described in Boström (2011a). International research, particularly classroom 

management research, also subscribes to this perspective (Stensmo, 2000, 2008). 

4. Teachers’ Leadership Perspectives and Leadership Styles 

Whether teachers have similar or different views of learning in the didactic room, they 

probably have diverse focuses and exhibit different behaviors toward students. In other words, 

teachers will notice different learning circumstances in the didactic room depending on 

whether they focus their attention on students‘ behavior (behaviorism), mental processes 

(cognitivism), or context-bound social and communicative interaction (socio-culturalism). We 

call the focal point perspective and the behavior style.  
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Gregory and Cornell (2009) argued that teachers should discipline students using a structural 

perspective (monitoring and behavioral control) combined with a response that is characterized 

by support (warmth, acceptance, and respectability of autonomy). The argument rests on the 

foundation that students need a combination of safety and order, on one hand, and 

independence and autonomy, on the other. Doyle (2009) emphasized the human and the 

situated aspect of classroom management. He believes that, in order to maintain order, a 

teacher needs to ―organize classroom life and recruit, invite, persuade, or convince the students 

to join forces with her or him in participating in events for the specified period of time‖ (p. 

158). Walker (2009) did not use the term leadership but reported on a study of three different 

approaches in the classroom: the authoritative, authoritarian, and permissive. The authoritative 

approach is characterized by a combination of high control and a high degree of care. The 

authoritarian links a high degree of control with a lower degree of care, and  the permissive 

combines a low degree of control with a moderate degree of care. The results of this study have 

shown that the authoritative teacher best exhibits self-confidence, engagement, and academic 

performance at year‘s end. The same leadership styles were observed by Baumrind (1978), but 

her work pertained to parents‘ responses to their children. Baumrind suggested that the child‘s 

gender and normative environment is important for determining the standard of conduct that 

provides the best support for the child with respect to the desired result.  

 

Arnolds-Granlund and Klockars (2004) studied teacher‘s roles in the context of using 

newspapers as teaching aids. The results showed that teachers occupy four distinct roles: 

director, prompter, principled, and walk-on. The results also showed that the most successful 

teaching role is the director, which was the best at allocating and maintaining his or her 

attention among the subject matter, the student, and the relationship between the subject matter 

and student. Finland‘s high results on the PISA tests have been studied from the teachers‘ 

perspective by Andersen (2006). The study was based on teacher-guided instruction with a 

fixed framework, structure, and rules for multiple work methods. The teacher was described as 

a conductor with a wide range of approaches.   

 

The literature review demonstrates the lack of an explicit and unifying concept for teachers‘ 

separate perspectives and behavioral styles in the didactic room. Although research exists on 

teacher leadership, there is no research on the complexity of leadership in the didactic room. 

4.1 Leadership Perspectives and Styles in the Didactic Room 

How teachers develop, organize, and manage their teaching determines the nature of 

individual learning environments. Teachers therefore need to reflect on and guide effective 

learning, and individualization should be based on the needs of students. Stensmo (2000) 

noted that there is no single way to lead and teach that applies to all students, so teachers 

have to figure out the best way that works for their particular didactic room. Understanding 

their own learning strategies gives teachers‘ greater insight into their own and others‘ 

behavior and how this behavior affects teaching (Cavas, 2010; Hultberg, 2008).  
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Being a teacher means not only being competent in a subject area, but also, above all, being 

leading students‘ learning within a didactic room. To be a teacher also means to be very 

much aware of what one does, when, how, where, to whom, and why. In addition, teachers 

must also possess s consciousness of desirable and undesirable consequences of their actions 

in the didactic room. The teaching role is, among other things, to lead and organize teaching, 

tutor, instruct, motivate, inspire, set limits, and manage conflicts. We believe that the 

didactical triangle can be seen as an interactive and communicative tool for leadership in the 

didactic room and should therefore be understood as subsumed in a power relationship: What 

is discussed with whom, and on whose terms? 

 

We define teachers‘ leadership in the didactic room as a process in which the teacher, with 

reference to the relationship among the national curriculum, the schools‘ policy documents, 

actual resources, the student group, and possibly parents‘ motives clarifies what needs to be 

done and how it should be performed through individual and collective efforts to achieve 

common thematic and didactic targets. Our concept is based on the definitions of leadership 

found in Burns (1978), Northouse (2007) and Yukl (2010). 

 

An important dilemma in teacher leadership is the difficulty for the individual teacher in a 

specific situation to self regulates their values for participation that are improper to express 

(Sosik, Potosky, & Jung, 2002). From the student perspective, an individualized learning 

situation requires a different approach from the teacher than an organized group situation. 

Furthermore, a one-sided, authoritarian attitude to the individual student, student group, or 

parent is not desirable in general; instead, leadership is about socialization that also leaves 

room for the students‘ own development and fulfillment (Svensson, 2009). This dictate also 

applies to extraordinary situations in which the teacher is expected to take control, for example, 

in connection with an incident or accident of any kind.  

 

Leadership for the teacher can be difficult due to the existence of multiple, and sometimes 

contradictory, circumstances that are often characterized by rapid shifts between alternative 

perspectives and leadership styles. Perspective refers to the switch between alternative 

overviews (Charon, 2004). Leadership style refers to the alternative behaviors govern a given 

perspective. We will first elaborate on the meanings of perspective and leadership style; 

thereafter, we connect them to the didactic room. 

4.2 Leadership Perspectives 

In our understanding, there are five leadership perspectives that teachers can apply in a 

particular didactic room: structural, symbolic, political, human, and self-awareness (Bolman & 

Deal, 2005; Yukl, 2010). The teacher‘s application of a particular perspective depends on how 

the teacher interprets and understands a particular situation or surrounding conditions 

regarding a particular didactic activity and involving a student or students. 
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Surrounding conditions 

 

STRUCTURAL 

STABILITY AND ORDER 

SYMBOLIC 

IDENTIFICATION 

Activities/task SELF- CONSCIOUSNESS 

SELF DISTANCE 

Student group/ 

student 

POLITICAL 

TEAMWORK/CONFLICT 

HUMAN 

UNDERSTANDING 

 Pedagogical situation  

 

Figure 2. Five leadership perspectives in the didactic room  

 

Figure 2 shows that a didactic room is characterized of both surrounding conditions, in terms of 

policy documents and curriculum texts, and a particular pedagogical situation. In addition, it 

also is characterized by students and specific activities or practices. Within this framework, the 

teacher can alternate between five different leadership perspectives ; each perspective places 

something particular in the foreground and puts something else into the background.  

 

The structural perspective is characterized by the teacher‘s definition of the relation between a 

particular policy and curriculum and a particular set of ongoing activities. The point is to 

instantly set limits and enforce rules for a suitable working climate in relation to ongoing 

activities. The upholding of the policy and curriculum and actual activities assumes that the 

teacher has overall responsibility for ongoing activities (Bolman & Deal, 2005). The 

assumption rests on the idea that sharing and coordinating work create a good working 

atmosphere in the didactic room, which in turn is based on the belief that stability and order are 

positive attributes. The core of the structural perspective is that the teacher has more influence 

and a more active responsibility in the didactic room than the students has. 

 

The symbolic perspective assumes the teacher‘s awareness of the fact that the students‘ 

feelings of social belonging to the application of the policy and curriculum in use inspire 

security and enhance self-esteem. The essence of this perspective lies in the teacher‘s 

understanding of each student‘s sense of belonging to the didactic room. A student‘s 

identification with the other students in the group gives meaning to what the student is doing or 

needs to do. Group membership is crucial for the individual student to feel secure in the 

didactic room‘s social ―we‖ (Northouse, 2009; Yukl, 2010). 

 

The political perspective helps the teacher discover that, within a group larger than two people, 

loyalties and disagreements usually develop between individuals, leading to negotiations, 

haggling, and competition (Bolman & Deal, 2005). The core of this perspective concerns social 

processes among individuals and the group. This perspective can help the teacher to consider a 

variety of interests, scarce resources, and power differences between individuals and smaller 
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group configurations in light of the current activity or task. It is important that group members 

can work together and solve those conflicts that instantly arise in particular situations in order 

to interact as a unit. 

 

The human perspective helps the teacher recognize that people need to know and see evidence 

that they are developing both individually and as a group. The focus is on the individual student 

and the student group‘s need for appropriate treatment and stimuli. The teacher needs to take 

into account the different and often shifting needs of both the individual student and the student 

group (Bolman & Deal, 2005). It is essential that there is consensus and mutual give-and-take 

between the individual student and the student group in relation to what happens in the didactic 

room. 

 

The self-consciousness perspective assumes that teachers are aware of themselves, which 

allows them to influence their impact on students and on what is currently happening in the 

didactic room (Yukl, 2010). This perspective is all about teachers‘ self-understanding and 

management of individual students and the student group in relation to the current subject. 

Through their presence, self-aware teachers can affect both students and different situations in 

the didactic room in a constructive way. Self-awareness is helpful because it gives teachers the 

opportunity to distance themselves, to look at themselves through the eyes of others, to quickly 

learn from their own mistakes, and to correct them without taking offense.   

 

Matrix 1 shows that the combination of the didactic triangle and leadership perspective enables 

teachers to momentarily define and align their leadership focus in specific situations.  

 

Matrix 1. The didactic room and its leader perspectives 

 

  The didactic room 

  Teacher-studen

t 

Student-subject Teacher-subject  

L
ea

d
ersh

ip
 p

ersp
ectiv

es 

Structur

al 

Awareness and 

understanding of 

what different types 

of student groups 

need and the 

creation of 

boundaries and 

social rules to 

maintain a good 

social order. 

Focus on social 

order and a 

constructive working 

atmosphere in the 

relationship between 

students and ongoing 

learning activities. 

Understanding 

of the organization 

of appropriate 

working methods in 

relation to the 

subject matter. 

Understanding the 

structure in the 

teacher presentation. 

Symbolic Understanding 

of the importance 

Knowledge of 

the importance of 

Ability to 

support the student‘s 



International Journal of Human Resource Studies 
ISSN 2162-3058 

2012, Vol. 2, No. 4 

www.macrothink.org/ijhrs 177 

that the individual 

student feels 

affiliation to the 

shared learning 

situation. 

students‘ 

identification with 

ongoing learning 

activities and the 

personal connection 

between the subject 

and the 

students/group.  

identification with 

both methods and 

subject, and teachers‘ 

self- identification 

and affiliation with 

the subject.  

Political Insight into 

social processes 

between individuals 

and groups and in 

small groups. 

The teacher‘s 

repertoire of action 

strategies for 

intergroup relations 

is important. 

Familiarity with 

individual pupils and 

different views on 

various subjects. 

Selection of the 

activity/task that 

matches the group. 

Understanding 

of the individual 

student and the 

student group‘s 

different preferences 

for and knowledge of 

various subjects. 

Human Insight into 

individual students‘, 

the group‘s, and the 

teacher‘s own 

specific 

development needs 

in a constructive 

learning 

environment. 

Knowledge of 

the relationship 

between individual 

students and 

subgroups and their 

disparate 

preconceptions in 

specific subjects. 

Individualization of 

the content in the 

subject matter. 

Knowledge of 

individual students‘ 

needs for specific 

work methods 

necessary to 

understand a certain 

type of subject 

knowledge. 

Self-cons

cious  

Self-awareness 

of how to handle 

different kinds of 

social micro-aspects. 

The teacher‘s ability 

to dissociate himself 

or herself from the 

actual relation. 

Self- insight into 

how to best stimulate 

the student based on 

his/her current 

understanding. 

Self-awareness 

of how alternative 

ways of presenting 

the subject to 

different students can 

affect their learning. 

 

Regardless of the perspective a teacher uses in a given situation in the didactic room, the 

teacher can choose between alternative behaviors. The choice of a particular perspective helps 

the teacher to define the current situation in terms of a possible need for a proactive or reactive 
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teaching effort. This definition will, in turn, enable the teacher to choose between three 

leadership styles. 

4.3 Leadership Styles 

Leadership style refers to a set of behaviors that are based on a certain premise : for example, 

authoritarian, democratic, or laissez-faire (Bolman & Deal, 2005; Larsson et al., 2003; 

Northouse, 2007). We have selected those that have been developed by Larsson (2010) and 

Larsson et al. (2003), which are non- leadership, conventional leadership, and developmental 

leadership. In the same way as they can regarding perspectives, teachers can switch between 

different leadership styles from one moment to another.  

 

Non-leadership (NL) is an approach in which the leader avoids his or her responsibility. This 

avoidance can be expressed in different ways. Larsson (2010, p. 23) mentions the possibilities 

of not ―taking a position on important issues,‖ being indifferent, avoiding taking responsibility, 

not being available when needed, and withdrawing for various reasons. Furthermore, 

Baumrind (1978) added a unilateral affirmation of, acceptance of, and sympathetic attitude 

toward the student and the presentation of the teacher himself or herself as a resource that 

students can use at their discretion.  

 

Conventional leadership (CL) is associated with a controlling and correcting posture and 

conditional agreements between teacher and student. Figuratively speaking, it is the ―carrot 

and stick‖ that dominate the relationship between teacher and student. In a teaching situation, 

conventional leadership means education via conditional reinforcement: ―If you do ‗this,‘ you 

can enjoy ‗that‘.‖ Larsson (2010) does not preclude the pursuit of agreements, for example, the 

ability of subordinates to negotiate with the manager about having more time at their disposal. 

In this context, it is possible to talk about the teacher‘s use of a verbal give-and-take in relation 

to the student. In addition to the ―carrot and stick‖ and ―agreements,‖ Larsson included a 

control aspect in which leaders either take the necessary control measures or control more than 

necessary. The control aspect is often characterized, according to Larsson, by a goal orientation 

with a lack of personal care. This characterization means that CL to a high degree is based on 

the perception that student autonomy is limited.  

 

Developmental leadership (DL) is characterized by the teacher as a role model in the teaching 

situation, showing personal care toward and inspiring and motivating the students. For a 

teacher, being a role model includes implementing the school‘s core values and acting 

responsibly with regard to them. Personal care involves both emotional and tangible support 

and a corrective and constructive attitude (Larsson, 2010). To inspire and motivate is to 

encourage participation and creativity. The implication of DL is that the teacher behaves 

rationally and objectively, in combination with showing the student respect. The teacher uses a 

strategic verbal or a non-verbal give-and-take that stimulates participation and conveys 

constructive support but also confronts students who are not doing a good enough job. The 

teacher can be said to maintain an adult perspective combined with the individual 
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acknowledgment of the student. Lastly, the teacher‘s behavior is characterized by consistency 

between thoughts, attitudes, and behaviors. 

 

Matrix 2 demonstrates the connection between the didactic triangle and the leadership styles 

between which the teacher can shift in different situations.  

 

Matrix 2. The axes in the didactic room and alternative leadership styles  

 

 Teacher-student Student-subject Teacher-subject 

Non-leader

ship 

The teacher does 

not interfere proactively 

in the interaction but is 

there as a reactive 

resource for students. 

The teacher 

hands over 

responsibility for the 

learning of the topic 

to the student. 

The teacher keeps 

subject knowledge to 

himself/herself, unless 

the student asks for it.  

Conventio

nal leadership 

Teacher motivates 

students by using the 

―carrot and stick‖ or 

various types of 

contingent agreements. 

The result is followed 

up with controls of 

various types. 

The teacher 

checks and corrects 

the student‘s learning 

with the idea of 

stimulus and response 

in a more or less strict 

sense. 

The teacher 

selects the material 

and method that make 

it possible to control 

and monitor student 

learning in a rational 

and impersonal way. 

Developme

ntal leadership 

The teacher 

represents the school‘s 

core values and 

combines an objective, 

adult perspective on 

these with confirmation 

of the individual 

student‘s achievements.  

The teacher 

supports and inspires 

students to participate 

in developing their 

knowledge of the 

subject. 

The teacher tries 

in various ways to 

communicate and 

motivate students to 

tackle and solve 

various tasks as 

independently as 

possible. 

 

Matrix 2 illustrates the connection between the didactic triangle and alte rnative leadership 

styles between which the teacher is be able to choose. The choice allows the teacher to use a 

particular style whose purpose is to adhere to a particular focus of the didactic triangle. In cases 

where the teacher combines her style with a certain perspective, it becomes possible to 

consciously and strategically communicate and interact with students as a leader of the didactic 

room. 

5. Discussion 

This paper provides a theoretical framework about leadership perspectives and leadership 

styles in the didactic room. It is based on research on didactics, leadership, and classroom 
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management. The aim is to develop new knowledge about teachers‘ leadership perspectives 

and styles in the didactic room. The motive is the importance of connecting teachers‘  

leadership to the didactic room. It can be difficult to isolate teachers‘ leadership from their 

teachership, and we believe it is important and necessary to do so. Teaching requires 

ever-higher management skills, and the Swedish policy documents emphasize teacher 

leadership as a key factor in students‘ success.  

 

 

It is therefore important to highlight different possible leadership perspectives in the didactic 

room. Such visualization facilitates the adoption of a didactic focus on the structural, symbolic, 

political, human, and self-conscious aspects of what goes on in the didactic room. This 

visibility enables teachers, from a situational-specific consideration, to choose between at least 

three alternative leadership styles. Such an option emphasizes teachers‘ need to be aware of 

what takes place in the didactic room and of what style of leadership is best suited to individual 

situations. 

 

In this paper, it is the fusion of leadership perspectives and leadership styles in the didactic 

room that is both understood and explained. The concept perspective precedes the 

implementation of the individual style of leadership by promoting alternative overviews 

between which the teacher can switch depending on the context, situated activity/task, and 

student. No matter what style of leadership a teacher then uses will then refer to a specific 

social behavior. 

 

Questioning and reflecting during ongoing situations makes it possible to thereby develop a 

new and better in-demand teaching practice (Jank & Meyer, 1997; Kroksmark, 2000; Uljens, 

1997). Using conscious didactic action skills, teachers can act more effectively and 

qualitatively better approach new and unpredictable problem situations.  
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Figure 3.  Aspects of teachers‘ leadership in the didactic room 

Figure 3 summarizes and shows a complex and multifaceted picture of teachers‘ leadership in 

the didactic room. The teacher has a conscious or subconscious awareness of the content in the 

didactic triangle [1]. This awareness characterizes the teacher‘s choice of leadership 

perspective [2]. The choice of perspective will be connected to a particular leadership style [3] 

that may lead to an exchanged perspective and/or an exchanged style in a dynamic way. These 

choices will ultimately lead to different consequences, effects, and results on learning and 

teaching [4]. These consequences, effects, and results may in turn end up in a change of use of 

the content in the didactic triangle.  

5.1 Pedagogical Implications 

The chosen style has an impact on performance, learning, behavior, group processes, and work 

satisfaction. A more conscious leadership in the didactic room means that teachers can be more 

aware of underlying epistemological issues and develop their pedagogical considerations, 

make informed decisions that are based on certain values. They can, using Selander and 

Kress‘s (2010) expression, design for learning, by creating conditions for teaching and 

learning and learning processes. It might even be better termed design for leadership  in the 

didactic room. 

 

Better awareness can enhance teachers‘ professionalism and give them practical skills for 

teaching. With the help of the didactic theory of knowledge and insights into the leadership role 

in combination with the analysis of practical work, teachers can also better and more 

effectively learn about and evaluate the effects of such teaching models. Teachers can with 
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these skills become aware of their actions and methods. Didactic action skills will also be made 

clear in the leadership perspective, which in turn will have an impact on student learning.  

5.2 Continued Research 

This theoretical framework on leadership in the didactic room opens arenas for research from 

many different perspectives. Research can be conducted on leadership styles, leadership 

perspectives, leadership strategies, the learning process, process performance, academic 

performance, teacher learning, methodological implications, and more in multi- and 

multi- trans-disciplinary perspectives. We believe that there is a need for more empirical 

research on teachers‘ combination of leadership perspectives in the didactic room and their 

attitudes toward the leadership style that best suits a given situation. Such research may make it 

possible to problematize any variety of leadership styles in relation to different perspectives on 

the events/circumstances in the didactic room. Ultimately, this type of problematization will 

allow instructors to offer teachers both a defined and realistic understanding of teachers‘ 

leadership in the didactic room. Like Steinberg (forthcoming), we believe that teachers‘ craft in 

the classroom can be clarified and better researched. 
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