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Chapter 1
Introduction

Brent Davies and Mark Brundrett

Purpose

The purpose that we set ourselves, in bringing this book together, was to enable an
outstanding set of international educational leadership writers to provide powerful
insights on developing successful leadership in schools. The book aims to move
away from the simple ‘how to’ of becoming a Principal in order to focus on the
wider issues of becoming a successful leader. In so doing, the text focuses on the
issues of how existing leaders can develop their full capacity as well as on enhancing
the skills of those new to, or aspiring to, a leadership role for the first time. This text
develops the previous work of the editors ‘The Essentials of School Leadership’
(Davies, 2009) and ‘Leadership Development’ (Brundrett & Crawford, 2008).

In order to achieve this purpose the text provides insights from a carefully
selected group of leading educationalists on key aspects of developing successful
leadership based around central themes such as

e The strategic and moral dimensions of leading organizations;
e Developing new skill sets in leadership;

o Effective leadership for instructional and pedagogical success;
e Developing leadership.

In addressing these themes the editors were committed to an integrative and
expansive approach and not the mere technical approach of how to undertake the
managerial or administrative tasks to developing critical leadership perspectives and
skills. To this end the authors have been encouraged to draw upon not only the lit-
erature in the field of educational leadership but also the wider literature in the field
of business and management. The editors have encouraged writers to deploy their
skills carefully in order to ensure that they have employed this diverse literature in
a manner that is designed to have appeal to an international audience.

B. Davies (<)
Business School, University of Hull, Cottingham Road, HU6 7RX Hull, UK
e-mail: brent@leadershipl.wanadoo.co.uk

B. Davies, M. Brundrett (eds.), Developing Successful Leadership, 1
Studies in Educational Leadership 11, DOI 10.1007/978-90-481-9106-2_1,
© Springer Science+Business Media B.V. 2010



2 B. Davies and M. Brundrett
Context

The importance of leadership is increasingly re-affirmed by government agencies
and by research studies. For instance, Leithwood, Harris, and Hopkins (2006) say
that there is indisputable research evidence that leadership is second only to class-
room teaching in its influence on pupil learning. In a sense, however, it matters
little where there is empirical evidence that leadership affects outcomes since a con-
versation with any practitioner or parent will reveal that leadership does make a
difference, not only to results in standardized tests and in final examinations, but to
the whole culture and ethos of a school.

Yet, despite this powerful empirical and anecdotal evidence of the importance
of leadership in improving outcomes, educational leadership has experienced a
turbulent period of development in recent decades. For 20 years educational admin-
istration has been in a state of constant change in the shift from a scientific to a
post-scientific period that has been termed a ‘dialectic era’ (Murphy, 2008, p. 179).
In part this has been driven by changes in the intellectual and conceptual bases
of leadership and management theory but is also a characteristic of trans-national
trends that have been characterized by an increasing shift to site-based manage-
ment of educational institutions. This has created increasing challenges for school
leaders who have had to learn new skill sets in areas like financial administration
and human resource management. Increasingly the focus has been on what works
in practice rather than theory-driven approaches divorced from the reality of school
life. This has been reflected in the fact that attention paid to organizational theory has
declined in recent decades but there has been a significant increase in publication
on ‘core technology’ topics such as curriculum and instruction, school effective-
ness and the management function of school leaders (Murphy, Vriesinga, & Storey,
2007). Nonetheless, the continuing agenda for research in school leadership is to
examine and then to bridge the gap between emerging knowledge on teaching and
learning and what we know about how school leaders influence classroom practice
(Honig & Seashore Lewis, 2007).

During this same period there has also been an ambivalent relationship between
educational leadership and management and the wider world of business manage-
ment. However, the editors are convinced that there remains a strong argument for
the integration of selected elements of business models and wider organizational
management theory into educational leadership practices (Hallinger & Snidvongs,
2008, p. 9). For this reason the contributing authors have been encouraged to draw
on as wide a range of material as possible in their chapters.

The Chapters in This Book

The book is organized into four parts. The first part considers the central challenge of
being a leader that of moving from an operational perspective to developing a strate-
gic perspective while also developing a strong ethical and moral basis for strategic
decisions. The second part looks at the central purpose of school leadership that
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of the learning process with three chapters that consider leadership for learning,
instructional leadership and the impact of leadership on student outcomes. This will
provide a key developmental framework for the reader. The third part considers three
essential leadership skills or attributes of leaders in the current environment. These
are developing a wider leadership team to meet the challenge of school leadership,
developing entrepreneurial skills to operate in a market environment and making
a contribution to the wider education system. The final part looks at developing
leadership with three chapters focusing on this topic. This is not intended to be an
exhaustive or comprehensive list rather a framework for the leader to consider or
reconsider their leadership development needs in some of the key aspects of the
leadership domains. A summary of the parts is shown as follows:

Part I:

Developing a strategic perspective
Developing ethical leadership

Part II.

Developing leadership for learning

Developing instructional leadership

Developing leadership to improve student outcomes
Part 111

Developing your leadership team
Developing entrepreneurial leadership
Developing as a systems leader

Part IV
Developing leadership capital
Developing leadership development
Developing Inner leadership

We will now consider each chapter in more detail.

In Chapter 2 Brent Davies and Barbara Davies develop their ideas on developing
strategic leadership in education. They have an international reputation from moving
the sterile debate about strategic planning into a dynamic consideration of strategic
leadership in education. They argue that one of the key challenges that occur in
taking up a senior leadership position is the move from an operational perspective
to a strategic perspective. They examine eight dimensions of strategic leadership
by identifying characteristics that strategic leaders possess. These are that strate-
gic leaders: are strategic thinkers, strategic learners, exert strategic influence, are
strategic talent developers, balance the strategic and operational, deploy strategic
planning and strategic intent, deliver strategic action and are able to define strate-
gic measures of success. They put forward the view that by examining these eight
factors the reader can assess their own development needs in terms of strategic abil-
ity and use the framework for reflection and action. It is this shift from operation
detail to creating a strategic framework for action that leads onto the consideration
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that this strategic activity must be ethical and morally driven. This is a theme that is
developed in the next chapter.

In Chapter 3 Jerry Starratt argues that the development of ethical sensitivity for
educational leaders involves three stages. First, building a strong personal foun-
dation for ethical practice through articulating core beliefs and values; second,
developing formal ethical perspectives for guiding practice; third, developing spe-
cific professional ethical perspectives for guiding action. Jerry maps out a journey to
establish a fuller sense of leadership that embraces intentional enactment of ethics
of justice, care and critique and moves onto a more challenging set of ethics for the
profession of teaching. He concludes that the ethics of the profession needs to be
concerned about the ethical management of schools, to be sure; but that does not
address the specific good which the management of educational institutions is sup-
posed to support and cultivate, namely, the good learning and teaching. He argues
that the profession, by and large, has yet to address that aspect of its ethical concern.

In Chapter 4 Dean Fink starts the discussion of how leaders develop a deeper
understanding of the relationship between leadership and learning. He initially
builds four concepts of learning: learning to know, learning to do, learning to be and
learning to live together, and adds a fifth learning to live sustainably. He argues for
developing a climate for learning that encompasses ‘slow forms of learning’ that are
deep and purposeful rather than those that are shallow and not tested to destruction!
He then moves onto discuss what leaders of learning need to learn themselves. He
creates seven sets of ‘learnings’ for leaders: contextual knowledge, political acumen,
emotional understanding, understanding learning, critical thinking, making connec-
tions and futures thinking. He argues that taken together these ‘learnings’ provide
the framework that will enhance the development of the next generation of leaders in
our schools. He illustrates these factors in a series of powerful case examples drawn
from his extensive international experience. He puts forward a key set of character-
istics that should be expected of future leadership candidates. This chapter addresses
the critical development needs for the next generation of leaders of learning.

In Chapter 5 Philip Hallinger ties together evidence drawn from several extensive
reviews of the educational leadership literature that included instructional leader-
ship as a key construct. This provides a framework for leaders to develop their
understanding of the core characteristics underlying the notion of instructional and
its reincarnation as ‘leadership for learning’. The review that Hallinger produces
identifies the defining characteristics of instructional leadership as it has evolved,
elaborates on the predominant model in use for studying instructional leadership
and reports the empirical evidence about its effects on teaching and learning. Finally,
the chapter reflects on the relationship between this model and the evolving educa-
tional context in which it is exercised and how this is reshaping our perspective on
leadership for learning.

In Chapter 6 Ken Leithwood and Linda Massey review the evidence that lead-
ership development is an effective strategy for improving student achievement.
Leaders need to develop their own conceptual model of leadership skill develop-
ment in their school and the impact it may have on student outcomes. Leithwood
and Massey are not convinced that the evidence to date from qualitative and
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quantitative studies conclusively proves that leadership development can be directly
linked to improved student outcomes. They do however argue that the good news is
that there are six features that suggest that the relationship between leadership devel-
opment and student learning is suggesting promising improvements. They then go
on to describe their own research of a major leadership development initiative in
the province of Ontario Canada (Leading Student Achievement) aimed at improv-
ing the quality of school leadership in order to at least indirectly improve student
achievement. A summary of the results of a systematic, longitudinal, formative eval-
uation are used to argue that leadership development initiatives need to be carefully
aligned with other features of the larger reform effort if they are to have significant
consequences for students.

In Chapter 7 Mark Brundrett looks at the key challenge of how leaders develop
their own leadership teams in schools. He argues that recent decades have witnessed
a dramatic shift in perspectives on managing human resources towards new models
that embrace notions of collegial or distributed forms of leadership. This change in
perspective has been driven in part by an intellectual commitment to more demo-
cratic approaches to school organization but also by more pragmatic considerations
which underline the need for leadership throughout schools in an era of devolved
financial management. Brundrett contends that, while fully democratic approaches
to leadership may be untenable because of the constraints of accountability and other
legislative strictures, more devolved approaches to school leadership that emphasize
leadership throughout organizations are not only advisable but desirable. The chap-
ter draws on extensive research into the leadership development needs of teachers
and offers a conceptual analysis of the reasons why devolved leadership is advan-
tageous; the ways in which the ‘leadership pipeline’ can be developed to enhance
leadership capabilities at all levels in schools; and, practical strategies that help to
forge leadership teams in order to enhance school effectiveness.

In Chapter 8 Gib Hentschke considers an increasingly important skill set that
leaders need to develop that of entrepreneurial ability. Changing patterns of school-
ing such as Charter schools in the United States and Academies in the UK demand
new creative and incoming generating skills and attributes. Hentschke argues that:
entrepreneurial leadership can be differentiated from other forms of leadership in
the degree to which some attributes are more evident in entrepreneurs than in other
leaders, there is a rough, imperfect consensus as to what these attributes are, these
leadership attributes are descriptive, not normative, they are not inherently desirable
or undesirable qualities per se, while neither ‘good’ nor ‘bad’, leaders with these
qualities can be more or less effective in different roles and environments, chang-
ing roles and environments in education are (only) beginning to favour leaders with
entrepreneurial characteristics, but only in a fraction of all leadership roles, these
environmental changes attract entrepreneurs to education, but also provide oppor-
tunities for experienced educators to behave more entrepreneurially. The value and
importance of entrepreneurial leadership in education, unlike other facets of edu-
cational leadership, is very context-dependent and is also closely associated with
individual personality attributes. As a consequence, development of entrepreneurial
leadership requires at least as much attention to the current context of schooling
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systems and to the aptitudes of educators as to the curricula of entrepreneurial lead-
ership development. Those two entrepreneur-relevant features are examined here
and their implications for leadership development are discussed in the chapter.

In Chapter 9 Rob Higham and David Hopkins make the case that leaders need to
develop a clear conceptual understanding of the processes and approaches to school
improvement. They go onto link that to a broader system leadership perspective and
how that can be used to contribute to system-wide sustainable reform. They use their
research into three schools that have been able to sustain educational improvement
to draw out the key factors in their improvement as critical improvement lessons.
They argue that their research schools, having truly changed the contexts in which
their staff teach and their students learn, are contributing to system change: by pro-
viding an exemplar of how student outcomes can be improved; and by then sharing
this intelligence with other schools locally. They explore in detail how such trans-
formative improvement is being achieved in practice. They locate their argument in
the broader school improvement tradition.

In Chapter 10 Brian Caldwell looks at developing leadership capital as a means
of enhancing school transformation. Caldwell’s chapter draws on the findings of a
3-year research and development project undertaken involving 2700 school lead-
ers in 11 countries which led to the formulation and testing of a model to explain
how schools have been transformed, especially under challenging circumstances.
Caldwell outlines that the key is to build strength and secure alignment among four
forms of capital: intellectual, social, spiritual (defined broadly) and financial, with
alignment and a focus on the student achieved through outstanding governance. The
chapter goes on to explain that further investigation employed the model to seek
a deeper explanation of how whole systems of education have been transformed
which employed case studies of secondary schools in six countries. Caldwell draws
together the findings for both schools and school systems with a focus on the role of
the leader and offers clear guidelines for leaders who are pursuing a transformational
agenda.

In Chapter 11 Geoff Southworth draws on all his experience at the National
College for School Leadership to examine what is known about the development
of successful leadership. Centrally, he argues that we now have ample evidence that
successful leadership is developed and leaders are made and not born. He provides
an overview of what we know about effective leadership development, especially
what works, by drawing upon: recent research in the United States into effective
principal preparation; an OECD study across 22 countries; and, the NCSL’s own
evaluation work and commissioned research over a 5-year period. This huge range
of material is drawn on and findings are presented, synthesized and distilled down
to their core essence. The chapter then turns to what this means for leadership devel-
opment designs and processes, including what leaders in schools themselves need
to consider if they are to grow tomorrow’s leaders today and ensure we have the best
possible leadership for twenty-first-century schools.

In Chapter 12 we have perhaps saved the most important chapter to last. Unless
leaders can look after themselves, in order that they are able to look after the team
and then the school, little of what we have written in this book is sustainable. David
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Loader writes a compelling account of the necessity to consider developing the
‘inner principal’. David highlights the need to focus on personal development and
emotional intelligence which is seen as a key to effective leadership. He ends with a
very powerful statement which is useful to highlight here: ‘Any good leadership pro-
gram is going to help leaders to understand that leadership is an emotional activity
and that it is OK to be exhausted, emotional, even paranoid and that stress does come
with the job. We need more leaders to talk openly about their emotions, demonstrat-
ing that it is safe to reveal their inner selves and that it is useful to do so, bringing to
the fore emotions that might be blinding the principal to opportunities or deluding
them into inappropriate responses. The study of the inner life should be as important
a study as new theories of leadership’.

Conclusion

The global reform and restructuring of education has been reflected in a devel-
oping agenda for theory and research in the study of educational leadership. This
development of theory has responded to and interacted with the lived experience of
principals and other senior practitioners who had to respond to the immensely more
complex educational world that has evolved in recent decades. It is to the immense
credit of such practitioners that they have not shied from such challenges but rather
they have displayed a commitment to seize all opportunities to raise standards in
order to increase the life chances of students in their care. The editors and writers
of this book are aware of this commitment and we feel that the messages in this text
will further empower school leaders to undertake the practice of leadership. It has
been a privilege to work with the team of outstanding academic commentators in
the field of educational leadership and we hope that their individual and combined
efforts will influence both theorists and practitioners in years to come.
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Chapter 2
Developing a Strategic Leadership Perspective

Brent Davies and Barbara J. Davies

Introduction: What Is Strategic Leadership?

One of the key challenges, when taking up a senior leadership position, is the move
from an operational perspective to a strategic perspective. The global standards-
driven agenda has focused on managerial approaches to put a floor under educational
standards. This chapter argues that a strategic leadership perspective is needed to
reach the ceiling of educational potential in schools. Readers can use the ideas in
this chapter to frame an initial understanding. First it is important to understand that
strategy encompasses the following concepts:

Vision and direction setting

Broad organizational-wide perspective

Time frame: strategy takes a 3—5-year perspective
A template for short-term action

Considerable organizational change

Strategic thinking more than strategic planning

In unpacking these ideas it can be seen that essentially strategic leadership is
about creating a vision and setting the direction of the school over the medium
to longer term. Where the school needs to be and what it needs to provide for
its students should be the main focus for the strategic leader. Strategic leaders
envisage what a desirable future for the school will be and create strategic conver-
sations to build viable and exciting pathways to create the capacity to achieve that
future.

A key shift in the mind-set of leaders, who take on strategic roles, is that they
move away from the operational detailed view and develop an holistic and broad
organizational perspective. This presents a challenge as staff often want a detailed
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step-by-step explanation of how the school is to move forward when it is only
possible to move ahead by developing broad themes and building capacity as the
school moves forward.

The time frame of strategic leadership is notable. There is a danger in incremental
approaches that take a detailed view of 1 year and similarly build an additional year
of detail and then another year of detail on top of that. Strategic leadership takes
a step back from that and almost plans backward by looking 3-5 years ahead and
identifying major themes or building blocks to be achieved and leaving the detail
to the individual year planning. We would consider that it is possible for school
development or improvement planning to be effective for a 2- or 3-year period and
after that a broad strategic framework needs to be established for years 3-5.

It is a mistake to think that operational and strategic perspectives are isolated
from each other or that you do one first and then the other. A more useful perspective
is to think that strategy provides the framework or template against which to set
short-term activities. Strategy can be seen as providing a set of compass points and
direction against which short-term activities can be set. The short-term and long-
term should not be seen as sequential, doing one first and then the other; instead
they should be seen as parallel actions with one informing the other. Davies (2006)
sees effective strategic leaders as being parallel leaders and not sequential leaders.
Thus strategic leaders build a strategically focused school that can be defined as
follows:

A strategically focused school is one that is educationally effective in the short-term but
also has a clear framework and processes to translate core moral purpose and vision into
excellent educational provision that is challenging and sustainable in the medium- to long-
term. It has the leadership that enables short-term objectives to be met while concurrently
building capability and capacity for the long-term. (Davies, 2006, p. 11).

Strategic leaders are involved in taking their organizations from their current
situation to a changed and improved state in the future. Change in both the structure
and focus of schools is difficult, especially if it involves a change in the culture of
the school. Thus strategic leaders are often ‘change champions’ building coalitions
of staff to create conditions for change and embedding new ways of working. In
personal terms this often involves leaders in managing conflict and living with the
ambiguity of knowing what they want to achieve but not being able to move as
quickly as they would like.

Henry Mintzberg (1994) wrote a book called ‘The rise and fall of strategic plan-
ning,” seeing strategic planning at times as an oxymoron. Strategic planning is no
more than a rational list of activities to be undertaken. What is more important is
the strategic thinking, reflection and strategic conversations that take place to cre-
ate strategic capacity within organizations. So in this chapter we will use a much
broader perspective of strategy when relating it to strategic leadership.

The chapter will now consider a number of key elements that comprise the skills
and abilities that strategic leaders need to develop to be effective in the challenging
roles that they undertake. The following is a summary of the roles they undertake:
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Strategic leaders are strategic thinkers

Strategic leaders are strategic learners

Strategic leaders exert strategic influence

Strategic leaders are strategic talent developers

Strategic leaders balance the strategic and the operational
Strategic leaders deploy strategic planning and strategic intent
Strategic leaders deliver strategic action

Strategic leaders define strategic measures of success

Strategic Leaders Are Strategic Thinkers

Itis vital to think of strategy as aligned to strategic thinking as a means of developing
a strategic perspective rather than just the traditional view of strategy being linked
to mechanistic strategic plans. Unfortunately strategy has become synonymous with
strategic planning, which is a mistake since strategy is a much wider concept. This
concept of strategy is more of a perspective, a way of thinking about things, which is
highlighted by Garratt (2003, pp. 2-3) who gives an excellent definition of strategic
thinking:

Strategic thinking is the process by which an organization’s direction-givers can rise above
the daily managerial processes and crises to gain different perspectives . ... Such perspec-
tives should be both future-oriented and historically understood. Strategic thinkers must
have the skills of looking ... forwards ... while knowing where their organization is now,
so that wise risks can be taken while avoiding having to repeat the mistakes of the past.

This definition by Garratt highlights two factors: first, the need to stand above
the day-to-day operational issues to look at the bigger picture; second, the need
to understand strategy in terms of both where you have been and where you are
going. This idea of understanding where you have come from as well as trying to
understand where you are going is taken up by Mintzberg (2003, pp. 79-83) who
articulates strategic thinking as ‘seeing.” This involves seeing where you are going
(seeing ahead) as well as seeing where you have come from (seeing behind) and,
most significantly, ‘seeing it through’ to make sure strategy is turned into action.
In essence, strategy is the way that we look at the school in the broader context of
its current situation and its future direction with the skills necessary to successfully
implement any actions.

What are the activities that a strategic leader has to engage in to develop a strate-
gic perspective? The first is scanning. This involves scanning the environment in
its political, economic, and educational dimensions to identify ideas and trends that
will impact on the school in the succeeding years so that strategic leaders can iden-
tify them and devise approaches to utilize them and position the school to maximize
its future opportunities. Second is envisioning a new and desirable future for the
school based on the information gained from the scanning process and relating that
to the school’s capacity to change and develop. Third is reframing which is the pro-
cess of setting the new future in context and finally making sense of that for the staff
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and students of the school. This often involves engaging in a strategic process and
building new mental models.

During this process, of strategic thinking, strategic leaders engage in synthesis
as well as analysis. The importance of this is not to break everything down into
its component parts and risk ‘paralysis by analysis’ but to see how the components
can fit together and build an integrated successful whole. Effective schools have
a success culture which is an integration of a number of elements built up over a
period of time. It is this synthesis of good ideas and outstanding practice that come
together and create a success culture. What is needed, very often, is nonlinear as
well as linear thinking. Strategic leaders are able to think ‘out side the box’ and
engage in tangential thinking that can incorporate new and innovative ways of doing
things. It moves away from the step-by-step incremental approach and breaks new
ground by considering different alternative possibilities. Strategic thinking engages
the heart as well as the head. It involves the values and beliefs of the strategic leader,
which are implicit to the way they think, as much as the more public explanations
of policy. Finally, strategic thinking can be visual as well as verbal. The systems
thinking concept of rich pictures (Jackson, 2003) is useful here. What would a great
school look like — how could you see it in terms of its buildings and the interactions
of its people? One of the key talents of strategic leaders is that they are able to create
rich pictures of the future which individuals can see and understand and so become
part of the collective imagination of what is possible in the future.

Strategic Leaders Are Strategic Learners

In 30 years of working with leaders all over the world Brent recalls only two con-
versations that depressed him when talking to leaders. One was with a headteacher
in a northern city in the UK, starting a Masters course in Educational Leadership,
who asked the question ‘Do I have to do a lot of reading on this course? Because I
don’t like reading’! The second was with a headteacher in a rural county in the UK,
thinking of coming onto an MBA in Educational Leadership, with presenters such
as Brian Caldwell, Dean Fink, Andy Hargreaves, Michael Fullan, David Hopkins,
Alma Harris et al., articulating the view ‘I run an outstanding school so I don’t think
there is anything I could learn from your course.” Clearly neither of them could
be described as learners or believers in the importance of continuous learning. In a
strategically focused school the strategic leader is also the lead learner! If the leader
is not constantly seeking new knowledge and insights, they fail to move the organi-
zation on and importantly fail to provide a model for staff and students. Hughes and
Beatty (2005, p. 74) adapt work from systems theory and apply it to how strategic
leaders can learn. Learning for strategic leaders may involve:

e Looking at the big picture — what can I learn from the broader environment?

e Looking for patterns over time — how can I learn from data and seek patterns in
the data so as to extract useful information?

e Looking for complex interactions — how can I synergize and learn from
interrelationships?
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e Understanding what causes what — learning that it may be more complex than it
seems!
e Making time for reflection on models, theories and experiences.

Strategic leaders do not leave learning to chance they set up the organizational
framework to ensure it happens for themselves and others. A good way to look at this
is to consider organizational culture, structure and systems which support strategic
learning.

Organizational culture sets the tone for how learning is thought of in the school.
In the two examples at the start of this section, the learning culture, which should
view learning as an ongoing journey for all those in the school, the adults as well
as the children, can be seen to be constrained by the lack of enjoyment of read-
ing new ideas or the arrogance of the leader who sees there is little that could be
learnt by them. The culture should be one where learning is seen as integral to the
leadership role in order to develop and improve not something that is a one off
and once it has been achieved there is nothing more to learn. Is the learning cul-
ture that of knowledge transfer, something that you learn and pass on, or something
that you enquire and develop and share? These cultural frameworks often reflect the
difference between shallow knowledge and deep learning. The latter encompasses
wisdom and understanding.

Organizational structures also strongly influence the learning of the leaders and
the staff and children. If the majority of the time leaders and staff concentrate on
operational and task issues and do not prioritize strategic and reflective discussions,
then clearly little deep learning will take place. Organizational structures such as
splitting the strategic and operational functions into different meetings and different
review cycles emphasize the importance of the strategic dimension. Often meet-
ings have strategic issues tacked onto operational agendas. There should be a clear
strategic meeting and review cycle in schools.

Systems in schools, such as communication systems, need to give attention
to learning issues and strategic issues and not just the urgent of the operational
demands if staff are to become reflective learners. One of the key leadership con-
cepts is that leaders need first to look after themselves if they are then to look after
the team and then the team can look after the organization. The key to looking
after oneself is to refresh oneself as a learner and to reflect on future directions and
practice.

Underpinning strategic learning at all levels is the practice of strategic conversa-
tions. Engaging all the staff in discussions about where the school is, where it needs
to go and hence the skills and knowledge we need to learn to achieve progress is a
uniting factor. Also by articulating what the strategic leader has or needs to learn is
a means of rationalizing key concepts for the leader.

Strategic Leaders Exert Strategic Influence

Strategic influence is based on how leaders gain commitment to the vision and direc-
tion of the school from those who work and learn in the organization. If the school is
not only to achieve improved outcomes and outputs but to do so in a sustainable way,
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then involving others and getting them on board is critical to its achievement. How
can strategic leaders influence others to come on the strategic journey of the school?
What follows are a number of factors that shape the leader’s ability to influence
others.

The first part of the influence building process is to consider how people react to
the leader and therefore the first stage is for the leader to look at his/her own leader-
ship style and skills. Strategic leaders need to build trust with their colleagues and
staff so others can believe in their motivations and their integrity. Important in this is
how others perceive the leader and how effective she/he is at communicating those
values and attributes. This credibility has two components. First, the credibility that
comes from expertise and the ability to do the job. Second, the credibility that comes
from the character and integrity of the individual.

Strongly linked to this idea is the leader’s own passion for education and the role
they can play in enhancing children’s learning and life chances. Effective strategic
leaders make opportunities to articulate their passion for education and what drives
them to create a sense of moral purpose and establish a credibility base grounded
on doing what is best for the students and calling on all staff to make a difference in
their interactions and role in the school. Moral leadership clearly needs to go beyond
the rhetoric. The expression ‘see something ~ do something about it’ is a leadership
value which needs to permeate the behavior of all staff. The leader needs to create a
moral purpose that translates ideals into action and is the initial catalyst of influence
building.

Influencing others by involving them in the process is the starting place but there
are a number of other significant factors. Clearly building a foundation of under-
standing across the school is based on clear criteria for success but also effective
relationships so staff are involved in the process.

The purpose of this is to create a shared language and set of values so that the
strategic leader connects to the heart as well as the head. The emotional commitment
as well as the logical/rational commitment of staff is vital. However, in leading and
managing staff it is important that strategic leaders are mindful of the organizational
and political landscape.

This is amusingly illustrated by Baddeley and James (1987) ‘as shown in
Fig. 2.1’ who chose four memorable organizational creatures. They use two
dimensions:

1. The extent to which someone is aware of what is going on around them — how
well do they spot the clues?

2. How open someone is in their intentions — is it clear what motivations are behind
their actions?

We have used this framework with many groups and people readily identify
with each of these characters in their organizations. Strategic leaders need to work
effectively in the political domain.

Other factors that strategic leaders need to be aware of to maximize their strate-
gic influence will be considered next. Strategic leaders create and sustain energy
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Fig. 2.1 Organizational AWARE
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and momentum. They are the driving force in the organization. They need to be
committed and energized for change or it will not happen or be sustained. They also
need to reduce organization tensions and keep the school focused on clear goals. The
ability fo meet and minimize crises is critical here. The colloquial saying ‘stuff hap-
pens’ is a useful expression as it encourages those in school to deal with events and
move on instead of turning them into a crisis. Strategic leaders create this adaptive,
forward-looking culture. Another key factor in building strategic influence is setting
appropriate expectations and being consistent. Achievable challenges that move the
school on provide an incentive. Those challenges that are unrealistic, or are far too
big a leap, may discourage any attempt to improve. Realistic but demanding targets
are more likely to enable the strategic leader to develop his influence. Finally, chart-
ing improvement and celebrating success is the reward and reinforcement culture
that breeds future commitment and success. Adults, like children, welcome positive
praise and reward and this is an important way of strategic leaders creating ‘buy in’
and a high achievement approach. Leaders, above all need positive reinforcement
and praise!

Strategic Leaders Are Talent Developers

Talent management is increasingly seen as a critical factor in developing successful
organizations and is a strategic priority for businesses. It is just as critical a factor for
schools. The growing leadership skill shortage, difficulty in appointing Principals
(and other senior leaders) and the work life balance agenda is leading to a shortage
of people who are capable of making a difference to organizational performance.
A focus on talent management will contribute to other strategic objectives; such as
building a high performance learning environment and adding value to the school.
This is different from simple succession planning and filling typical hierarchal lead-
ership roles that exist today because it is a process of providing able and talented
people who will create new and different leadership roles in the future.
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This is particularly important for strategic leaders as they meet the challenge
of developing innovative and imaginative leaders throughout the organization to
meet the needs of school transformation. Individual schools need to develop a tal-
ent pool where staff can be presented with a coherent developmental strategy with
planned work opportunities in different contexts. This should provide new staff and
middle leaders with institutional leadership opportunities, award-bearing qualifica-
tions and in-house development to systematically enhance the talent pool within the
organization.

It is not enough to attract people with high potential, there must be a planned
strategy for managing their talents which is supported by processes to retain the
commitment of talented people and properly use their abilities. The ability to attract
and retain high-quality individuals is a key leadership challenge for strategic leaders.

There are many views on the nature of talent, the Chartered Institute of Personnel
and Development state:

Talent consists of those individuals who can make a difference to organizational perfor-
mance, either through their immediate contribution or in the longer term by demonstrating
the highest levels of potential. (CIPD, 2007, p. 3).

Talent management may be organizational specific and dependant on the context
but could be defined as:

The systematic attraction, identification, development, engagement, retention and deploy-
ment of those individuals with high potential who are of particular value to an organization.
(CIPD, 2006, p. 5).

This is the basis for developing a culture that will provide leaders, not just for
existing roles in the school, but for new and exciting ways of leading in the future.
Writers in the leadership literature tend to use ideas like those below to articulate
the shift in organizational culture: which has been adapted from the work of Tom
Peters (Fig. 2.2):

Current development culture Talent management culture

Bench mark current practice

Be ahead of the curve

Reliable employees

Creative, challenging employees

Predictable promotion structures

New and different school structures

A job

A high performance role

Risk adverse

Adventuresome

Fig. 2.2 Changing organizational cultures (Adapted from: Peters, 2005)

In terms of strategic leaders in schools their role should encompass five elements
as defined by Cross (2007, p. 26) (Fig. 2.3)

Strategic leadership is about moving the school onto a new and desirable future
and this can only be achieved by having great people in the organization. Being a
talent manager is the cornerstone of a strategic leader’s success.
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Fig. 2.3 Talent leadership Role Leadership challenge
and management roles (Taken
from Cross, 2007) Talent Spotter What talent do I need and how can I
spot it?
Talent Coach How can I bring out the best in
people when it matters most?
Talent Blender How can I blend the available talent
to get maximum performance?
Talent Conductor How can I create a flow of talented
people?
Talent Management What will attract talented people and
keep them for longer?

Strategic Leaders Balance the Strategic and the Operational

There is an assumption that strategy is about the long-term and it is incompatible
with short-term objectives. This, we believe, is inappropriate for a number of rea-
sons. The situation should not be seen as an either/or position. It is of little value
trying to convince parents that this year their child has not learnt to read but that
‘we have plans in place that may remedy the situation in the next year or two.” Most
children’s experience is short-term in relation to what they do this week, this month
or what they achieve this year, and which class they are in next year. Success in the
short-term is an important factor in their lives, as is success in the long-term.

There are some basic things that an education system should provide for children.
It should provide them with definable learning achievements that allow them to
function and prosper in society. Where children are not making the progress we
expected for them, they need extra support and educational input to help them realize
their potential. This, by necessity, requires regular review against benchmarks. Thus
Hargreaves and Fink’s disdain for ‘imposed short-term achievement targets’ (2005,
p- 253) is difficult to support. However, we recognize the danger of seeing short-
term benchmarks as the outcomes and not indicators of progress. Indeed, if annual
tests were seen as diagnostic and generated learning plans for children rather than
outcome scores for schools, the problem of testing may be solved overnight. What
needs to be done is that the short-term should not be seen as separate from the long-
term or as in conflict with it, but as part of an holistic framework where short-term
assessments are seen as guides on the long-term journey.

This balanced view of the short-term and long-term perspective can be seen in
Fig. 2.4. Tt is of little use having a long-term strategic plan if it ignores the short-
term. The result in the bottom right quadrant will be that short-term crises will
prevent the long-term ever being achieved. Similarly, merely operating on a short-
term perspective, the top left quadrant, will prevent long-term sustainability ever
being achieved. What is needed is a balance between the short- and long term as
witnessed in the quadrant at the top right.



20 B. Davies and B.J. Davies

= . . Successful and
2 o |Functionally successful in . .
= 2 sustainable in both
™ S |the short-term but not sus-
- S X the short-term and
= & |tainable long-term
== = long-term
£ 3
-
S &%
wn =
$ =
8=
Bt
- &
S o @ . N . .
) ;= Failure inevitable Short-term crises will
- - .
<2 3 in both the short- prevent longer-term
g % and long-term sustainability
S =
Ineffective Effective
Strategic processes and approaches

Fig. 2.4 Short-term viability and long-term sustainability (Based on Davies, 2004)

The challenge for strategic leaders is to use the longer term vision as a template
or framework for operational shorter term actions. Vision that cannot be translated
into action has no impact. Similarly, continuing to manage the now without change
and development is not building capacity for the future. We need to balance both the
long-term and the short-term approach.

Strategic Leaders Deploy Strategic Planning and Strategic Intent

One of the key leadership characteristics of strategic leaders is that they can appre-
ciate and deploy both strategic planning and strategic intent approaches. Strategic
planning is a rational, linear and predictable approach to setting the direction of the
school. It assumes you know what you want to achieve and what stages you need
to go through and what the outcome will be. This can be summarized as who? does
what? when? and how? and how do we know when it has been done?. The key for
successful strategic planning is a focused approach so that a school concentrates on
four or five major themes (Davies, 2006). While this is a valuable approach it has its
limitations. Schools deal with some challenges that are multidimensional and com-
plex. While they may know the desired outcome they want to achieve, they may not
fully understand the nature and dimensions of the strategic challenge and may need
to build a fuller understanding before they can move forward. This is where strategic
leaders demonstrate their creativity by setting strategic intents and building capacity
to first fully understand the nature and dimensions of the challenge and then seeking
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information and examples of excellent practice elsewhere to build and create a new
way of tackling the challenge before moving onto a more formal planning state.

Strategic intents are often concerned with raising the achievement of the school in
difficult areas which includes deep-seated cultural attitudes in the school. Examples
would be moving from a simple incremental school improvement approach to one
which creates a high achievement and success culture where students believe they
can achieve, where staff expect more of the children and the community and parents
are re-engaged into active supporters of their children’s education. This involves
complex levels of understanding and building a way of moving forward. Effective
strategic leaders operate on the rational side by creating strategic plans although
adjusting them with emergent strategy insights, while at the same time creating
strategic intents which will enable the school to make strategic leaps in perfor-
mance in areas which need radical reform and change. This can be summarized
by the ABCD model (Fig. 2.5):

Fig. 2.5 The ABCD model Articulate 1 Current understanding and

desired new strategy

Build 2 Images
Metaphors
Experiences

of desired new understanding

Create 3 Dialogue & Conversations
Shared Understanding

to frame new understandings

Define 4 Establish formal plans and frame
of reference for the school

The key strategic leadership attribute is to be able to move though the first three
stages of building strategic intents before defining the final plan. With strategic
planning it is possible to move straight to level 4, however, sustainable strategic
change which encompasses complex problems, necessitates building a culture of
understanding and involvement before that level 4 planning and implementation can
begin. This capacity change is one of the significant differences between strategic
and operational leaders.

Strategic Leaders Deliver Strategic Action

Strategy is an attractive concept and plans and documentation abound in schools.
However, the basic question to be asked is do they ever get implemented and a
second question do they make a difference? In a research interview a very perceptive
strategic leader made this comment to us:
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It’s not good enough just to do that thinking and reflecting . .. people actually want to see
results!

This quotation articulates the critical importance of the strategic leader, to be
effective, has to translate strategy into action. Deciding to do something and actually
doing something are very different. A school may have eloquently written plans
which do not come to fruition. What are the key things that will make a difference?
In terms of implementation what are the critical factors that will lead to successful
implementation?

First, is to set clear objectives. The standard leadership maxim ‘more from less’
is useful here. Schools should focus on the key things that will make a difference and
then deliver on them. The phrase used by Davies and Ellison (2003) ‘the thicker the
plan the less it effects practice’ is very important. The volume of the documentation
is less important for success than staff understanding and commitment to the plan.
So a sharp and clear set of objectives that staff can understand and act on is vital.
This leads onto the second factor, that of the ability of strategic leaders to align the
people, the organization and the strategy. It is by bringing together these three ele-
ments that a strategic leader can translate strategy into action. Very often individuals
in organizations can feel that strategy is top-down and that they are ‘done to’ and can
end up ‘done in.” What is needed is the way of working where the emphasis is ‘done
with’ so an individual and the organization come together to build the strategy. The
third factor is that this can only come into being if strategy is everyone’s job and is a
learning process. The concept of emergent strategy, where reflection and feedback
adjust and change the strategy as the school learns new and better ways of doing
things is a useful way of thinking. Thus a process needs to be established in school
for reflection on the effectiveness of strategic actions. This involves assessing what
has gone well and less well and what can be learnt for more effective action in the
future.

A fourth factor in translating strategy into action is the effectiveness of strate-
gic leadership in delivering strategic change. In doing this strategic leaders need to
create the frameworks for other to act. This involves balancing control and auton-
omy and developing a risk-taking culture where people are not punished for making
mistakes but only for repeating mistakes because they have not learnt from them. In
terms of their own leadership skills strategic leaders need to assess future courses
of action and take reasoned decisions based on evidence and data. However, once a
decision is made they need to support it wholeheartedly and convincingly and have
the courage of their convictions. In moments of uncertainty in strategic change those
in the organization look to the leader and that leader needs to act decisively in the
face of that uncertainty.

Finally, it is worth reminding ourselves that there are always many activities
and conversations that leaders can engage in with their colleagues but deciding
which are the critical ones that lead to translating strategy into action is more diffi-
cult. Strategic organizations need three things: focus, focus and focus! This means
that leaders need to develop both good content questions and good process ques-
tions. Working with colleagues, leaders need to define critical areas for strategic
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development and then take sufficient time to outline the nature and dimensions of
the proposed strategic change, so that a complete picture of the critical factors for
implementation can be built up. The other side of the coin to ‘what we are doing?’
is ‘how we going about it?” Here leaders need to understand the ‘how’ of imple-
mentation. This involves a process of determining the key factors that need to be
communicated in order to gain commitment of colleagues. We suggest that com-
mitment will be more effective if leaders can identify the main elements of the
change but also the main implementation points and the possible problems that may
arise.

As well as keeping the focus, keeping the implementation process simple is an
important contributor to success. This involves both defining and articulating the key
stages and significant points of the implementation strategy. Planning the implemen-
tation is as important as planning the content of the strategy itself. Clarity of process
and establishing definable outcomes along the way are key elements to build into the
overall approach.

Strategic Leaders Define Strategic Measures of Success

How would a strategic leader know their school has been successful in 5 or 7
year’s time? Clearly, the leader needs to define strategic measures of success.
First, the leader needs to establish criteria and second find appropriate measures
to assess whether the criteria have been met. The debate that we ‘value what we
can measure’ rather than ‘we measure what we value’ is a useful starting point
here. It draws into the debate the balance between qualitative and quantitative
measures.

Clearly it is important to have hard data such as numbers on roll — without
students there is no school. Examination and test results are measures and used
to assess the school. While the results of responses to standardized tests can be
reported in a relatively straightforward way they can be made to be more sophisti-
cated by the use of value-added interpretations. While such results can be indicative
of underlying ability, they are only ‘indicative’; they do not define deep understand-
ing, motivation to learn or love of the subject area. Other more complex learning,
such as social learning, can be witnessed by children’s behavior to each other or
toward adults. More complex skills such as problem solving, determination and
commitment become more difficult to assess.

A core strategic measure of success could be to create active involvement in
sustainable learning for each child. This would start with valuing learning within
the school community, but significantly, each child would recognize the need to see
learning as an ongoing process throughout their life. The current concern in the UK,
and many western developed countries, regarding the increase in obesity of children
and in adults and the lack of sensible exercise and diet undertaken, is a case in
point. The obsession in the United States with team sports and competitive sports,
and to a degree the culture of team sports in UK schools, has set up a culture of
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reward and success for the few and humiliation for the rest. The success criterion
for secondary school sport may not be: ‘Did the hockey or football team win the
cup?’ but: ‘How many children are actively engaged in physical exercise 5 years
after they have left school?” We would hazard a guess at less than a quarter and that
could be an overestimate!

Similarly, with staff, an involvement in active professional reflection and dia-
logue might have several success criteria such as: ‘Are staff reflective practitioners?’
— ‘Do they stay after school and discuss ideas with colleagues and build professional
learning communities?’ In terms of organizational learning and development can
the school establish a ‘no blame culture’ where individuals try new things and learn
from their mistakes? This learning approach can be extended so that collaborative
cultures are established within the school and between neighboring schools where
staff share success and failures and learn from others. Building leadership capacity
in schools can be seen when individual teachers take more responsibility for their
roles — they take decisions rather than having decisions forced on them.

A good way to think about a success culture is that if you arrived in the school
5 years in the future, what would the school look like? How would it feel to be part
of the culture? What success would the school be celebrating? These ‘rich pictures’
are part of envisaging success that encompasses the hard data of results and the soft
data of attitudes and behavior as well as expectations and hopes. A key role of the
strategic leader is to give voice to those hopes and aspirations by articulating what
success would look like and feel like for the school in 5 years time.

Conclusion

This chapter has put forward insights from our research to define the key attributes
and actions of strategic leaders. This should assist those in preparing for the role
to consider their professional development needs in the light of these attributes. It
should also assist those who are currently in the role to reflect on how effectively
they meet the eight factors. The challenge facing strategic leaders is twofold. The
first of these is articulated by Hamel and Prahalad:

So the urgent drives out the important; the future goes largely unexplored; and the capac-
ity to act, rather than the capacity to think and imagine becomes the sole measure for
leadership. (Hamel & Prahalad, 1994, pp. 4-5).

Two decades of major educational reform around the world has caused leaders
to respond to multiple innovations, especially in the areas of centralized curricu-
lum, assessment and inspection demands from central government. The ‘urgent’
agenda imposed on heads and the increasing accountability demands for managerial
responses leave little time for reflection and strategic leadership.

The second is articulated by Charles Handy:

We are all prisoners of our past. It is hard to think of things except in the way we have always
thought of them. But that solves no problems and seldom changes anything. (Handy, 1990,
p. 54).
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The first challenge was to find the time to think strategically, the second is to
think differently. We hope this chapter will encourage school leaders to do both.

Acknowledgment Thanks is given to Tony Mackay of the Centre for Strategic Education for
permission to use the occasional seminar series paper ‘Developing strategic leadership’ as the
basis for this chapter.
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Chapter 3
Developing Ethical Leadership

Robert J. Starratt

Introduction

To describe the general contours of what constitutes ethical practice in educa-
tional leadership is one thing; to construct pedagogy and a curriculum that might
cultivate a personal and professional growth in the ethical practice of educa-
tional leadership is quite another thing. This chapter will attempt the latter. Earlier
works by this author and others have already attempted to map the conceptual
and empirical terrain of what constitutes ethical practice in educational leadership
(e.g., Enomoto & Kramer, 2008; Foster, 1986; Katz, Noddings, & Strike, 1999;
Langlois & Starratt, 2000; Larson & Murtadha, 2003; Marshall & Oliva, 2006;
Nash, 2002; Sergiovanni,1992; Shapiro & Stefkovich, 2001; Starratt, 1991, 1994,
Strike, Haller, & Soltis, 1998). Martha McCarthy (1999) charted the evolution of
university preparations programs and found some recent efforts to include ethics
in some university programs, as did Beck and Murphy (1997). Kramer, Paul, and
Enomoto (2002), and Young and Laible (2000), among others, have suggested a
much greater need to introduce ethical considerations into the preparation programs
of school administrators, but conveyed limited information about actual curriculum
and pedagogy.

This chapter will attempt to layout an approach to and a rationale for developing
with aspiring as well as experienced school administrators a foundation for practic-
ing ethical leadership in their educating roles in schools. The three major divisions
of the chapter involve three stages in the development of ethical sensitivities and
perspectives:

1. Building a strong personal foundation for ethical practice through articulating
core beliefs and values;

2. Developing formal ethical perspectives for guiding practice;

3. Developing specific professional ethical perspectives for guiding practice.
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These three stages describe a developmental sequence moving from reflection on
personal experience, to exposure of some formal conceptual frameworks in ethics
that might constitute what some would call “general ethics” — the ethics that would
guide ethical choices and behavior for the general ethics expected of everyone, to
the professional ethics expected of those practicing the profession of education.
Although in reality these three stages would overlap and interpenetrate each, the
pedagogy and curriculum guiding the movement from one to another would dif-
fer. One can construct a curriculum and pedagogy for each of these stages within
a university-based preparation program at either the master’s or doctoral level, as
well as within a formal continuing education program for principals, superinten-
dents, and other administrators within a school system. The three-stage curriculum
could also apply to a teacher education program in a university or a continuing
education program for teachers. Obviously, the curriculum and pedagogy would
need to be adapted for varying age and experience of participants. While the three-
stage curriculum and pedagogy for developing ethical practice among educators
is designed with ethical educators in the United States in mind, it is assumed
that it could be adapted for educators in various countries and regions of the
world.

Building a Strong Personal Foundation for Ethical Practice

This first step in the developing of ethical practice for educational leadership
assumes that the participants have had little or no formal education in ethics. In
my 30 years of teaching in educational administration preparation or doctoral pro-
grams, I have found no more than a handful who could converse about ethically
charged situations using formal ethical vocabulary beyond what they had learned
from their parents or their church, synagogue, or mosque. Most would rely on sub-
jective feelings, the guidance of their religious scriptures, or remembered lessons
from their parents. Research tends to bear this out (Nash, 2002).

Research on learning in general and on adult learning in particular suggests that
pedagogy of guided reflection on their personal experience is a good place to begin
this education in ethical understanding and practice. In other words, start with what
they know through personal experience, get them to put their tacit knowledge to
work, have them compare their experience with others, find some common ground
for a more public articulation of core beliefs and values, and see how that provides
a workable starting point for exploring the ethical terrain further. This approach
suggests beginning with one’s own life story, reflecting on the primary influences
and influences in one’s early and teenage years, who and what circumstances taught
how to distinguish between “good” and “bad.”

Kohlberg’s research on cognitive moral development (Kohlberg 1981) helps
to clarify and name the developmental stages in forming moral reasoning. That
development moves from simple negative and positive reinforcement of specific
behaviors (“Mommy doesn’t like it when I do that”; “Mommy gives me hugs when
I do that.”); to a beginning sense of mutuality (“If I do this for you, you will do that
for me”); to a large generalized sense of what is socially approved or disapproved



3 Developing Ethical Leadership 29

(“Good girls would never do that”; “that’s what bad boys do”); to a sense of general
rules (“It’s wrong to steal someone’s property”’; “it’s wrong to cheat on a test.”)
that society lives by; finally to a sense that, among the various rules, some are more
important to observe than others (one can lie to save someone’s life from a killer).
Kohlberg’s mapping of moral reasoning about the ethics of justice as it develops over
time should help in identifying some types of moral reasoning being employed in
this stage. It should not be surprising to find some participants exhibiting reasoning
from a focus on societal rules, a focus often reinforced by bureaucratic organiza-
tional systems. Gilligan (1988) and others have challenged Kohlberg’s research as
applying more to males than to females whose moral reasoning tends to include
a greater concern for relationships and the responsibilities relationships impose.
That perspective will emerge below as an indispensable component of formal ethical
practice.

Besides stories from one’s own experience of being harmed by someone, or being
punished unjustifiably, or being helped in time of need — stories from history or
from literature can be used to discuss and analyze what would be considered right
or wrong, ethical or unethical. As those stories are debated, participants should be
pushed to explain their reasoning for arguing the ethical merits of each case. As the
group becomes more comfortable with the back and forth, pros and cons of judging
the ethical behavior in the case, the material under discussion can shift from general
situations to specific situations in the schooling process, again starting from the per-
sonal experience of the participants to other “What if this happened?” type of cases.

Obviously, how much time would be spent in these initial discussions would
depend on the maturity and professional experience of the group. In any event, this
first stage in developing ethical understanding and sensitivity should move toward
questions like: Are you better able to say what are your core human values? How
are your core values put to use in your work as an educator? How are your core
values challenged by circumstances and situations in your work?

During the first stage of developing explicit ethical understanding and sensitiv-
ity, various pedagogical strategies can be employed. Obviously, engaging personal
reflections through journaling would be called for. Sharing these reflections in
groups requires a more public articulation of those reflections where participants
literally talk themselves into deeper levels of understanding. Team-building skills
would also be developed in this way, including listening skills, empathy skills, skills
of arguing one’s point of view, finding points of agreement within disagreements
and finding points of disagreement within agreements, role-taking and role-playing
skills, negotiating agreements across differing perspectives, arguing for mitigating
circumstances that would lighten sanctions, and so forth.

Building a Formal Ethical Foundation

The second stage in developing the ethical understanding and practice of educators
moves toward a mastery of formal ethical perspectives with an accompanying for-
mal vocabulary and analytical frameworks. Different scholarly schools of thought
employ different vocabularies and different levels of abstraction to present their
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ethical “systems.” Some distinguish between deontological ethics and consequen-
tialist ethics (Strike et al., 1998); some between the ethics of justice, the ethics of
care, and the ethics of critique (Langlois & Starratt, 2000; Starratt, 1991); some
focus only on the ethic of justice and care (Katz et al., 1999); Others would add the
ethics of the profession (Shapiro & Stepkovich, 2001) or others, the ethics of com-
munity (Furman, 2002). Still others would ground themselves in critical feminist
perspectives (Hooks, 1994).

For our purposes, I propose viewing a formal ethical perspective from three
points of view: the ethics of justice, care, and critique (Starratt, 1991, 1994). I would
argue that these three ethics complement each other and together form a multidimen-
sional approach to ethics that serves as a theoretical umbrella for a multiplicity of
contemporary ethical scholars. A simple positioning of these ethics would suggest
that the ethic of caring comes into play predominantly in interpersonal relationships,
the ethic of justice comes into play around community concerns, and the ethic of
critique comes into play more predominantly within institutional life. Those con-
ceptual boxes convey a convenient focus for each ethic. On the other hand, concerns
about justice can emerge in interpersonal relationships (e.g., paying back a loan a
friend provided; honoring a business contract to repair a friend’s auto; paying your
friend for a new pair of goldfish to replace the ones your cat ate). Likewise, in
the application of justice, a community should also employ an ethic of care (for
example, when adopting a policy of free medical care for children living below the
poverty level). Similarly, when applying the ethic of critique in attempting to correct
an institutional arrangement that consistently privileges some members and disad-
vantages others (due to their sex, race, religion, or social class); one may certainly
appeal to an ethic of care as well as the ethic of justice in proposing changes. '

At this stage, the curriculum should involve exposure to various authors who pro-
vide clear treatments of the ethics of justice (Kohlberg, 1981; Nash, 2002; Starratt,
1991; Strike et al,, 1998), the ethics of care (Beck, 1994; Gilligan, 1988; Noddings,
2005;) and the ethic of critique (Foster, 1986; Hehir, 2002; Hooks, 1994; Oakes,
1985; Popkewitz, 1998; Spring, 2004; Starratt, 1991). The curriculum should also
include case studies that call for multidimensional analysis using all three ethics to
explore potentially helpful ethical responses to the cases.

The pedagogy employed at this second stage should attempt to engage partici-
pants in probing discussions of the readings in order to deepen their grasp of the
conceptual frameworks on justice, care, and critique. Various cases should also
engage the participants in applying those conceptual frameworks to an analysis of
the several elements in the cases that suggest a focus on the ethic of justice, oth-
ers that suggest the application of an ethic of caring, and still others that suggest
the need for an ethic of critique to be applied to those institutional structures and
processes that are the root causes of the problems in the case. Other applications
of the ethic of critique might uncover cultural bias that taints the interpretation of

IFor a more thorough discussion of the commingling of the ethics of justice, care, and critique, see
Starratt (1991).
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the players in the case, a bias that needs to be named and shamed through public
disclosure.

Applying the ethic of critique may require confronting some entrenched assump-
tions about the assumed legitimacy of the status quo, and the risk of standing up
to superiors who support, even by their own passivity, the status quo. University
leadership programs are not known for turning out critics of the school system’s
institutional structures and processes, let alone for preparing in any substantial way
school leaders with a variety of strategic and tactical approaches for changing a sta-
tus quo that clearly disadvantages some groups of students. Developing the proactive
responsibility of future school leaders in preparation programs asks faculty involved
in these programs to engage in perhaps the toughest pedagogical encounters with
their participants (Buskey, 2009).

Besides the analysis of cases in the literature, participants should be required to
look at their own work context and construct cases that describe and disclose eth-
ically questionable practices. This kind of analysis will bring home the realities of
ethical challenges right under their noses, so to speak. As the inquiry moves closer
to home, the pedagogy should move participants toward addressing the most seri-
ous ethical challenges revealed through their applications of frameworks of justice,
care, and critique. Participants should not be allowed the luxury of simply iden-
tifying ethically questionable practices of injustice, lack of care, or institutional,
systemic disadvantaging of some of their students. Rather, they should be required
to work out practical, short-term, intermediate, and long-term strategies to change
those practices into ethically positive practices. The point is not simply to develop
ethical critics, but to go beyond that to develop ethical leaders who will actively
counteract and transform their school environments into places that promote just,
caring, and critical practice.

Throughout this second stage of developing ethical understanding and practice,
the pedagogy of readings, debates, storytelling, care audits, case studies, role-
playing and role-taking, empathy exercises, listening exercises, value analyses, and
ethical platform articulation should all be carried out in an ongoing environment of
dialogue. Participants and professors or facilitators need to constantly test, expand,
and deepen their understanding and commitment in a community of dialogue where
they learn from each other the skills of group inquiry and negotiating meanings and
values within the group. This is not only the best pedagogy for mastering the cur-
riculum at hand, but those skills of dialogue are the very skills they will need on the
job to engage their co-workers in developing those very ethical understandings and
practices within their schools and school systems.

For many leaders in school systems, the successful mastery of understanding the
demands of justice, caring, and critical reconstructing of their school environment
would seem to complete the curriculum of their education in ethics. Indeed, were
school administrators more adept in these first two stages of ethical performance,
the ethical leadership of school administrators would no doubt be raised. On the
other hand, the major practice of the educating profession, namely, teaching and
learning, would continue to remain outside their purview as ethically problematic.
What we need to do is to move to the third stage of ethical development, beyond
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the practice of general ethics to the practice of the ethics of the profession of
educating.

Advancing to the Ethics of the Profession

Every profession has or should have some sense of the “good” that the professional
practice should be pursuing. Medicine pursues the promotion of the good of health.
The legal profession promotes the good of justice. The profession of accounting
pursues the good of financial transparency. What is the good promoted by the pro-
fession of education? The simple answer is learning. In a child’s life, however, there
are many teachers: parents and grandparents, older brothers and sisters, adults in the
neighborhood, newspaper reporters, local clergy, television cartoons, and so forth.
Children learn many things from these sources. Nevertheless, there are other adults
who are licensed by the state as professional educators whose job is to teach the
young the general knowledge and skills required for living and working in soci-
ety, as well as for the pursuit of higher education. What schools require children
and youth to learn in the 12 or more years of their general education has to do with
learning how to express themselves linguistically and symbolically so they can carry
on the complex communication required in today’s world; to understand the world
of nature and the environment so as to live in harmony with the natural world in the
pursuit of a healthy life and in support of a sustainable environment; to understand
the world of culture and its many varieties and expressions so as to participate in
and contribute to the cultural life of his or her immediate environment and to live in
harmony with people of diverse cultures; and to understand the benefits, challenges,
and satisfactions of social life as well as its political and financial aspects so as to
participate harmoniously and constructively in the life of the local, national, and
international community. The academic curriculum of Kindergarten through 12th
grade is intended to provide the knowledge, understanding, and skills to partici-
pate in the worlds of nature, society, and culture through exposure to multiliteracy,
mathematics, the natural and practical sciences, the social sciences, the humanities
and the arts. Academic and technical specialization for careers and professions is
left to further education at university or technical institutes. Pre-university general
education is intended to provide a sufficient grounding in basic academic skills and
understandings so as to enable those who choose to pursue further education. The
good of learning in the 12 years or so of general education is to cultivate the filling
out of their humanity, their sense of identity, their social and cultural competence
so as to be able to participate in and contribute to the adult world of civil soci-
ety through productive work, political participation, and personal and communal
relationships (Noddings, 2007).

The professional practice of teaching should promote the good of this kind of
learning, the good of this kind of general education. When the practice of teaching
loses sight of the good of this kind of learning, and, instead, promotes a superficial
memorization of a lot of academic information to be repeated on tests, then the
type of learning being encouraged represents a corruption of the good of learning.
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Students need intelligible answers to the frequently asked question, “Why do we
have to study this stuff, anyway?” Teachers should be able to answer that question
in such a way as to reveal the good to be gained in engaging that material. If teachers
cannot answer that question, then why should they be teaching that “stuff’?

This challenge points the way to the leadership work of the ethical educator,
namely the work of engaging teachers in discussions about the good which any
particular unit in the school’s curriculum has to offer the learners. Such discus-
sions should uncover practical connections to the students’ experience and to the
wider world they inhabit. These connections help the learner engage the material in
authentic, not make-believe or superficial ways. Such authentic learning enables the
learner to identify some aspect of his or her life with the material under study and
thus to understand some new aspect of his or her relationship to the world of nature,
culture, or society, thereby re-locating themselves within those worlds as participat-
ing members of those worlds. As that sense of being an active member in the world
of nature, the world of culture, and the world of society grows, the learner’s sense
of personal identity tacitly develops, as well as the sense of personal responsibility
to and for those worlds (Noddings, 2007).

This sense of the good of learning ultimately leads to the realization that learning
has a moral a well as an intellectual character. The moral character of learning car-
ries implications for the learner’s identity as a cultural, a social, and a biophysical
person: a person who is constituted by culture, by society, by nature; a person whose
membership in a culture, a society, a natural world carries benefits and responsibili-
ties. Thus, the learner has to be responsible for what she or he knows, be responsible
in using the skills of language, number, symbols in ways that respect the demands
and integrity of these worlds.

Understanding the moral character of learning, the good of learning, opens up
a deeper appreciation of the moral character of teaching. Usually, educators would
assume that the moral character of teaching implies that the teacher observes the
ethical standards of justice and caring toward their students in the way they man-
age the classroom routines of keeping discipline in the class. Obviously, classroom
management protocols should indeed be just and caring. However, many teachers
would not tend to appreciate that the very activity of teaching the academic curricu-
lum has a moral character to it. The following figures attempts to capture a model
of teaching that enacts the moral character of teaching as it attends to and promotes
the moral character of learning.

The triangle in Fig. 3.1 suggests that the moral character of teaching involves
being present to each student and to each student’s experiential background in cul-
tivating the daily working relationship with each student. The base of the triangle
suggests that the teacher is also present to the content of the curriculum to be taught,
present to how it opens up new aspects to the intelligibility of the cultural, social or
natural world, as well as values to be appreciated in those worlds and how the learn-
ing that material enhances the opportunities for participating in those worlds. The
third leg of the triangle points to the learning activities that the teacher designs with
both the understanding of the interests and abilities of the students in mind and
the understanding of the curriculum material in mind. The design of those learning
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1. Relationship of Caring & Respect. 3. L.A.(Learning activities) illu-
Teacher knows learner’s background, minate the intelligibility of
interests, & talents. Student trusts the Student both learner and the world
teacher revealed in the curriculum
= LA
Teacher " Curriculum

T

2. Teacher appreciates how this curriculum illuminates his or her Identity &
Membership in that world & the possibilities for agency & participation
in that world, and allows that to impregnate the shaping of learning activities.

Fig. 3.1 The Moral character of Teaching and Learning (Note the dialogical relationships between
the three dyads of the triangle)

activities has to stimulate a dialogue between the learners and the curriculum mate-
rial, helping the learners to get inside the world of culture, society, or nature in
deeper, richer, more satisfying ways, ways that enhance the exercise of their mem-
bership in those worlds, in ways that enhance their identities as members of those
worlds, in ways that enhance their participating in those worlds as competent and
responsible members. Good teaching is not simply about opening up and illuminat-
ing the objective intelligibility of the world. It is that and more. Good teaching also
involves enabling learners to participate in the worlds of nature, society, and culture
as members who find their human fulfillment in those worlds, who recognize the
dynamics of those worlds inside themselves, in their daily experience, and in the
trajectory of their lives. As teachers facilitate this kind of interaction between the
learner and the worlds of culture, society, and nature, they fulfill both the intellec-
tual and the moral character of teaching; they cultivate the good of learning in their
students.

The model suggests that the moral character of teaching involves three inter-
connected activities. First, the teacher’s relationship with each learner has to be
authentic. That is to say it has to be real, not fake or make-believe, grounded in
respect and caring. Second, the teacher has to have a sense of the integrity of the
subject matter so as to open up its intelligibility and its value. Third, the teacher
has to design learning activities in such a way that the learner can encounter the
intelligibility and value of the subject matter as it reveals something significant about
the natural, cultural, and social worlds.

The point of emphasizing the good of teaching and the good of learning is to
underscore a missing ethical dimension in the work of educational leaders. The
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moral character of their leadership as educators is to cultivate, promote, support,
and reward the moral good in the work of teaching and learning. That involves
not only working with individual teachers and groups of teachers to clarify that
the work of teaching and learning indeed has this moral character, but to work
with the teachers and students to design an institutional environment that sup-
ports, promotes, cultivates, and rewards this enactment of the work of teaching and
learning (Starratt, 2003).

The curriculum and pedagogy for developing this level of ethical understanding
and sensitivity is rarely to be found in university preparation programs for aspiring
administrators. In my experience, this kind of moral leadership has to be learned
on the job. The work of fusing the moral and intellectual character of learning and
teaching has to be developed in dialogue with teachers in schools. The teachers are
the ones who, due to their familiarity with the academic subject matter, can, with
encouragement and support (especially time) from school administrators, begin to
articulate what the “good” in a particular curriculum unit holds for learners. Even in
the learning of basic skills in literacy and numeracy, as well as more complex work
in social studies, literature, science, and art, teachers can bring learners to exer-
cise those skills and understandings in encounters with the realities in the worlds
of culture, society, and nature. In those encounters learners can begin to experi-
ence the demands of membership in those worlds, and come to appreciate, however
slowly, how participating in these worlds helps to constitute their identity as human
persons (Noddings, 2007). Leaders, working with teams of teachers, can begin to
redesign curriculum units for this kind of “authentic” learning (Newman, Secada, &
Wehlage, 1995; Starratt, 2005). Involvement at this level of working with teach-
ers confirms a deeper legitimacy to the work of administrators as educators. They
will surely enter into uncertain waters in these attempts, but by genuinely teaming
with teachers in the exploration of ways to bring the learners into authentic dia-
logue with the academic curriculum, they will come to see how this teamwork can
bring about amazing results (Robinson, Lloyd, & Rowe, 2008). Feedback from the
learners themselves will help to confirm the success of these efforts, lending encour-
agement to the teachers to continue the work of surfacing the moral character of the
learning process.

Summary

This chapter has attempted to map out a journey of growth toward a fuller sense
of educational leadership, a leadership that embraces not only a more intentional
enactment of the ethics of justice, care, and critique, but which moves into the more
challenging ethics of the profession, where leaders commit to working with teach-
ers to surface and promote the moral good of teaching and learning. Over the past
decade, more university preparation programs have begun to include formal courses
in ethics. In other university programs, many ethical dimensions of their leadership
are addressed in courses on social justice and equity, or within courses on curricu-
lum, assessment, organizational politics, school policy, which include analyses of
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social justice, equity, and active anti-racism (Marshall & Oliva, 2006; Young &
Laible, 2000).

In many state licensure requirements ethical understanding and practice have
been added.

Clearly, the field of leadership preparation has been making significant strides.
Having said that, this chapter argues that educational leadership and the preparation
programs and continuing education of leaders need to advance to a more concerted
focus on the ethics of the profession of education which is to promote the moral good
of teaching and learning. The neglect of this aspect of ethical educational leadership
leaves the teaching and learning process to float free in supposed ethical neutrality.
Even though the management of the bureaucratic aspects of schooling may be sub-
ject to ethical scrutiny, the core work of the school remains untouched by any ethical
reflection or oversight. The ethics of the profession needs to be concerned about the
ethical management of schools, to be sure; but that does not address the specific
good which the management of educational institutions is supposed to support and
cultivate, namely, the good of learning and teaching. The profession, by and large,
has yet to address that aspect of its ethical concern.
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Chapter 4
Developing and Sustaining Leaders of Learning

Dean Fink

Developing a Focus on Learning

The most fundamental question that all educators must ask is, what is our purpose?
Most successful organizations are very clear about their purposes, and when diffi-
culties arise they fall back to their essential principles. Sadly in some businesses,
purposes may not necessarily be moral — for example, some companies produce
life-saving products that cure cancer; others continue to produce products that cause
cancer. It isn’t good enough to just talk about “moral purposes” without coming
clean as to what is meant by the term. When one cuts through a lot of the rhetoric
about “world class education” and “no child left behind,” many western jurisdictions
and their apologists, caught up in the standards/standardization agenda, still define
the intent of education in terms of narrow measures of human potential as measured
by test scores, or by drive-by inspections, or by parental popularity contests that
often have little to do with a school’s quality. For me moral purpose includes “con-
victions about, and unwavering commitments to enhancing deep and broad learning,
not merely tested achievement, for all students” (Hargreaves & Fink, 2006, p. 28).

A few years ago, I co-authored a book entitled I¢’s about learning and It’s about
Time (Stoll, Fink, & Earl, 2003). I liked the title then and I really like it now, because
it goes to the very heart of what education and educational leadership in the twenty-
first century should be about. It is about time we focused on learning and not all the
artifacts of learning that tend to dehumanize children by reducing them to aggregate
and disaggregated numbers, and it is about time we gave students, teachers, and
school leaders the time to focus on what their roles are all about.

To expand on our meaning of “deep and broad” learning, Andy Hargreaves and I
(2006) borrowed from the UNESCO Commission (Delors et al., 1996) that proposed
“four fundamental types of learning which, throughout a person’s life, will be the
pillars of knowledge” (p. 85). These follow:

D. Fink (=)
142 Marigold Court, Ancaster, ON, Canada L9G3M3
e-mail: dfink@cogeco.ca

B. Davies, M. Brundrett (eds.), Developing Successful Leadership, 41
Studies in Educational Leadership 11, DOI 10.1007/978-90-481-9106-2_4,
© Springer Science+Business Media B.V. 2010



42 D. Fink

e Learning to know includes the acquisition of a broad general knowledge, intellec-
tual curiosity, the instruments of understanding, independence of judgment, and
the impetus and foundation for being able to continue learning throughout life.
Additionally, learning to know “presupposes learning to learn, calling upon the
power of concentration, memory and thought” (p. 86). To do this, Claxton (1999)
explains that students and all other learners need to acquire resilience, the ability
to “stay intelligently engaged with learning challenges” despite difficulties and
setbacks (p. 55), resourcefulness, the capacity to use a range of intellectual tools
including imagination and intuition to address learning challenges, and reflection,
the facility to “monitor one’s own learning and take a strategic overview” (p. 4).

e Learning to do involves the competence to put what one has learned into prac-
tice (even when it is unclear how future work will evolve), to deal with many
situations, and to act creatively in and on one’s environment. It includes team-
work, initiative, readiness to take risks, being able to process information and
communicate with others, and also to manage and resolve conflicts.

e Learning to be addresses who we are and how we are with people. It incorpo-
rates our aspects of the self — mind and body, emotion and intellect, aesthetic
sensitivity and spiritual values. People, who have learned to be, can understand
themselves and their world, and solve their own problems. Learning to be means
giving people the freedom of thought, judgment, feeling, and imagination they
need in order to develop their talents and take control of their lives as much as
possible (p. 38).

The Body Shop, in one of its many publications, captures the need for such
learning goals when it declared,

Let’s help out children to develop the habit of freedom. To encourage them to celebrate who
and what they are. Let’s stop teaching children to fear change and protect the status quo.
Let’s teach them to enquire and debate. To ask questions until they hear answers. And the
way to do it is to change the way of our traditional schooling.

Our educational system does its best to ignore and suppress the creative spirit of children.
It teaches them to listen unquestioningly to authority. It insists that education is just knowl-
edge contained in subjects and the purpose of education is to get a job. What’s left out is
sensitivity to others, non-violent behavior, respect, intuition, imagination, and a sense of
awe and wonderment.

Education is more than preparing students to make a living, although that is
important; it is also about preparing them to make a life.

e Learning to live together calls upon students and others to develop understanding
of, respect for, and engagement with other people’s cultures and spiritual values.
It calls for empathy for others’ points of view, understanding of diversity and
similarities among people, appreciation of interdependence, and being able to
engage in dialogue and debate, in order to improve relationships, cooperate with
others and reduce violence and conflict. Learning to live together is an essential
element of deep and broad learning in an increasingly multicultural world where
millions of families and their children have been mired in decades or even cen-
turies of racial hatred, religious bigotry, or totalitarian control. It is truly amazing
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how many ways policy makers find to separate students from each other — socio-
economically, racially, religiously, by gender, and so on. How can we learn to live
together if we never get to know “the other”?

To these four pillars, we added a fifth: learning to live sustainably:

e Learning to live sustainably is about learning to respect and protect the earth
which gives us life, to work with diverse others to secure the long-term bene-
fits of economic and ecological life in all communities; to adopt behaviors and
practices that restrain and minimize our ecological footprint on the world around
us without depriving us of opportunities for development and fulfillment; and to
coexist and cooperate with nature and natural design, whenever possible, rather
than always seeking to conquer and control them (Hargreaves & Fink, 2006,
p- 38).

Let me add one final thought about moral purpose for leaders of learning. In our
hurried educational environment, in which performance cultures force students and
teachers to cover content in preparation for “high stakes” tests as though education
was a series of sprints rather than a life-long marathon, we ignore at our peril the
fact that “deep and broad” learning often requires slow knowing. “It is about time!”
Psychologist Guy Claxton, in his book Hare brain, tortoise mind (1997), says slow
knowing is essential for our learning and our lives. It gives depth to our experience
and provokes the greatest breakthroughs in human understanding. Claxton makes
the case for slow knowing like this:

The unconscious realms of the human mind will successfully accomplish a number of
important tasks if they are given the time. They will learn patterns of a degree of sub-
tlety which normal consciousness cannot even see; make sense out of situations that are too
complex to analyze; and get to the bottom of certain difficult issues much more successfully
than the questing intellect. (p. 4)

Slow forms of knowing

are tolerant of the faint, fleeting, marginal, and ambiguous

like to dwell on details that do not fit or immediately make sense

are relaxed, leisurely, and playful

are willing to explore without knowing what they are looking for

see ignorance and confusion as the ground from which understanding may spring
are receptive rather than proactive

are happy to relinquish the sense of control over the directions the mind
spontaneously takes

e treat seriously ideas that come “out of the blue.”

If it is about learning, and it is about time, how do we create an environment and
climate in which learning is at the very center of every decision, policy, practice,
or custom, and educational leaders are “passionately, creatively, obsessively and
steadfastly committed to enhancing ‘deep’ and broad learning for all students —
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learning for understanding, learning for life, learning for a knowledge society”
(Fink, 2005, p. xvii)?

Developing a Climate for Learning

Many contemporary approaches to educational change see schools and schools sys-
tems as rational organizations, aligned with mechanical precision and driven by
forms and functions designed to eliminate the vagaries of human decision making.
A more realistic and more sustainable, but much messier way to view educational
improvement is to view the school, the locality, and the state or nation as “liv-
ing systems” interconnected in spheres of mutual influence, each one a network of
strong cells organized through cohesive diversity, and with permeable membranes of
influence between the spheres. In this approach, leadership is distributed across the
various cells that affect a school such as students, teachers, parents, unions, social
services, County Hall, and local communities. They come together or drift apart
as circumstances and contexts dictate. All living systems, both natural and human,
possess two qualities:

1. They are self-organizing networks of communication. “Wherever we see life,
we see networks” (Capra, 2002, p. 9). Schools, districts, and indeed nations are
organized into a myriad of communities of practice (Wenger, 1998) that can
interconnect to move society forward such as the civil rights or the environ-
mental movements, or conversely join together to inhibit changes or block new
directions.

2. Creativity, learning, and growth are inherent in all living systems and the
appearance of a qualitatively new order of things emerges with the creation
of meaningful novelty in the environment. This novelty may be as small as an
insightful remark or as large as a new government policy. It can be spontaneous
or by design.

Schools, districts, and other educational jurisdictions are ecosystems within
ecosystems — classrooms connected to schools, connected to school districts, con-
nected to communities and their agencies, and so on. Like a web of interconnected
communities, each has an essential skeletal structure of rules and regulations that
frame relationships among people and tasks, distribute political power, and guide
daily practice. It is these formal arrangements that appear in seating plans for the
children in a classroom, policy documents, organizational charts, written contracts,
and budgets. These are the structures, forms, and functions designed by policy mak-
ers, leaders, and teachers to provide stability, order, and direction to organizations
and classrooms. This ability to design is solely a human function.

In nature all change occurs through emergence, evolution, and the survival of
the fittest. It is human design that keeps society from becoming a jungle, and
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provides purpose, meaning, and cohesion. Human design taken too far, however,
can overwhelm and stifle emergence within the various ecosystems. For it is the
informal interconnections and interrelationships among people that cut across for-
mal structures and intersect with an organization’s informal structures, “the fluid and
fluctuating networks of communications,” that give the web its “aliveness” (Capra,
p- 111).

The aliveness of an organization — its flexibility, creative potential and learning capability —
resides in its informal “communities of practice.” The formal parts of an organization may
be “alive” to varying degrees depending on how closely they are in touch with their informal
networks. (Capra, p. 111)

Educational change, therefore, is the result of this interplay of the design func-
tion, which provides direction, organizational structures, and operating procedures,
and emergence, which produces the imagination, creativity, and innovation that
drives organizational change. Too much design and little if any emergence will
occur; too much emergence and the result is anarchy. Finding the balance that allows
systems to allow leadership for learning to emerge is the organizational challenge.

This suggests that leadership for learning when looked at from the perspective
of schools and districts as “living systems” operates on a different logic from tra-
ditional images. As noted management guru Henry Mintzberg (2004) explains, in a
web:

management has to be everywhere. It has to flow with the activity, which itself cannot be
predicted or formalized. . .. Management also has to be potentially everyone. In a network,
responsibility for making decisions and developing strategic initiatives has to be distributed,
so that responsibility can flow to whoever is best able to deal with the issue at hand. (p. 141)

Minzberg adds that “bosses and subordinates running up and down the hierarchy
have to give way to the shifting back and forth between ‘colleagues’ on the inside
and ‘partners’ on the outside.” Webs need designated leaders to connect and con-
tribute not command and control. “And that means that managers have to get inside
those networks. Not be parachuted in, without knowledge, yet intent on leading the
team. No, they must be deeply involved; to earn any leadership they can provide”
(p- 141). He contends that leadership within the organizational logic of a web is

not about taking clever decisions and making bigger deals, least of all for personal gains.
It is about energizing other people to make better decisions and do better things ... it is
about releasing the positive energy that exists naturally within people. Effective leadership
inspires more than empowers; it connects more than it controls; it demonstrates more than
it decides. It does all this by engaging — itself above all, and consequently others. (p. 143)

Developing “Learnings” for Leaders of Learning

Refocusing leadership on learning then will not only necessitate a radically differ-
ent approach to ensuring a well-prepared and sufficient supply of leaders but also
requires a significant rethinking of the demands that are presently placed on lead-
ers. Succession management for future leaders will need to be based on a coherent
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and connected set of “learnings” that are consistent across time and space and tar-
get student learning as opposed to “laundry lists” of best practice that intimidate
and demotivate and include everything that can possibly happen in a school. As my
colleagues and I have written elsewhere,

Leadership for learning is not a destination with fixed co-ordinates on a compass, but a
journey with plenty of detours and even some dead ends. Effective educational leaders are
continuously open to new learning because the journey keeps changing. Their maps are
complex and can be confusing. What leaders require for this journey is a set of interrelated
learnings looking at school leadership in a holistic rather than reductionist way. These learn-
ings can be deepened, elaborated, nurtured, abandoned, and connected and related to other
learnings as the journey progresses. (Stoll et al., 2003, p. 103)

We identified seven sets of learning that provide a useful organizer for redefining
leadership:

Contextual Knowledge

Successful leaders make connections by developing firm knowledge and under-
standing of their contexts. Context relates to the particular situation, background,
or environment in which something is happening. Internal context includes the stu-
dents, subjects and departments, and the school itself; external context encompass,
among other influences, the district or local education authority of which the school
is a part, the school’s parent and neighboring community, the relevant employee
unions, and the appropriate government(s) of the day. The research evidence is fairly
clear — schools can only be understood in their context (Fink, 2000; Hallinger &
Murphy, 1986; Teddlie & Stringfield, 1993).

Political Acumen

Political acumen is a key “learning” for leaders. At micro-levels, schools are filled
with groups and individuals with different interests, and varying degrees of power
that occasionally lead to conflict. Leaders use political methods, such as negotiation,
and coalition building to move schools toward agreed-upon goals. School leaders
also must represent the interests of their school with their governing bodies, com-
munities, and government agencies. Politics is about power and influence, and to
ignore political issues or consider that political activity is unworthy of a leader is
to leave the school, its staff, students, and parents vulnerable to competing social
forces.

Emotional Understanding

“Leaders of learning” learn to read the emotional responses of those around them
and create emotional bonds with and among those with whom they interact.
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Hargreaves (1998) explains that the emotions of educational change most com-
monly addressed are ones helping to defuse so-called resistance to change like
trust, support, involvement, commitment to teamwork, and willingness to experi-
ment. Leaders with emotional understanding do, however, lead their colleagues into
uncharted territory on the change journey through the “impassioned and critical
engagement or critique” of ideas, purposes, and practices.

Understanding Learning

Leaders need to have a deep, current, and critical understanding of the learning pro-
cess to promote learning and support others’ learning. Not only do they need to have
insight into “deep” learning for students, they must also have a “deep” understand-
ing of how adults learn if they are to support teachers’ learning and to mobilize the
school’s human and material resources to this purpose.

Critical Thinking

What tends to differentiate effective and ineffective leaders is the quality of their
judgments: whether their decisions work for the students in the long term. Knowing
and remembering to ask the right questions depends on both wisdom and judgment.
A significant part of a formal leaders’ job is to act as a gatekeeper, to ask the right
questions, to know what initiatives to support, what to oppose, and what to subvert.
This questions-asking facility is a necessary “learning” to enable leaders to help to
develop a school’s capacity to deal with change. They need to develop good “non-
sense detectors”. When policy makers base their arguments on phrases such as “the
research says” leaders need to ask questions like the following: Whose research?
Who is paying for the research? Who benefits from its results? Who is damaged
by the results? Does the research meet the criteria of scholarly adjudication? When
“best practices” are advocated, leaders need to ask, “Best practice” in what context?
What is the evidence? Who has determined it to be best practice? What is there in
this practice that is useful in my context? Innovation and creativity, which are the
lifeblood of leadership for learning, require the ability to ask better questions not
recycle old answers.

Making Connections

It is also a leader’s role to see the entire organization and help stakeholders to
view the school in a holistic way. Leaders provide coherence and make connections
so others can see the interrelationships and interconnections of the many things
happening in a school. The development of a school-wide perspective is an impor-
tant “learning” to promote positive change. Leaders of learning not only can make
connections in space, they make connections over time.
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Futures Thinking

Successful leaders must learn how to connect the past, the present, and the future
(see Davies, 2006). Leaders’ awareness and understanding of forces influencing the
life of a school are crucial to shaping a school community’s shared sense of vision
in productive and inspiring ways. Leaders are also aware of shifting currents of
local political, social, and economic forces and help staff to understand the connec-
tions between and among global, national, and local forces. Anticipating the future
enables leaders to help colleagues act strategically rather than randomly as they
journey into the future (Davies & Ellison, 1999).

Developing Leaders of Learning

Taken together, these “learnings” provide the framework, the curriculum, for a
succession management program that can provide a pool of qualified leaders of
learning. Great organizations look for people with the potential to develop the learn-
ings necessary to provide creative leadership well into the future, rather than the
common practice in many public service organizations, such as schools, of hiring
people who possess a set of proficiencies required at the moment to do the job.
For example, if one were to ask Bill Gates what the software business will look
like in 15 years, he could speculate but not be very precise. If you asked him the
kind of “learnings” a successful leader in his industry must possess in 15 years to
be successful and make his or her company, I suspect he could arrive at a fairly
comprehensive list that goes across time and space. What will education look like
in 15 years? Who knows? But, I would argue people who have the potential to
learn how to analyze contexts, understand learning, think politically and critically,
possess emotional understanding, think imaginatively about the future, and make
connections can within a well-developed succession management program become
leaders of learning who will make a difference to the learning of all students, in
ways that top-down policy initiatives never have and never will.

Succession management is more than just an issue of quality and orientation
although these are big issues; it is also a question of quantity. Are there enough
people with potential who want to undertake leadership roles in the future? It is
generally accepted that in both the public and private sectors leadership succession
is an urgent issue in most western countries (Earley, Evans, Collarbone, Gold, &
Halpin, 2002; Gronn, 2003; Williams, 2001). In education, leadership succession
should be a topic of more than passing interest. Not only are there not sufficient
numbers of potential leaders coming forward in many school districts as the much
smaller Generation “X” replaces the “Baby-Boom™ generation, but those that do
seek leadership opportunities must address significantly different challenges than
the leaders that they will replace. Ironically, a search of the Internet produces a
plethora of business-related references and only a few that connect to education or
to the public service. The National Academy of Public Administration in the United
States defines succession management as
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a deliberate and systemic effort to project leadership requirements, identify a pool of high
potential candidates, develop leadership competencies in those candidates through inten-
tional learning experiences, and then select leaders from among the pool of potential leaders.
(National Academy of Public Administration, 1997, p. 7)

In simple terms, succession management connects the identification, recruitment,
preparation, selection, location, induction, and ongoing support and appraisal of
leaders throughout their careers. It goes beyond succession planning, which is ensur-
ing that the right person is in the right place at the right time (Rothwell, 2001, p. 5).
The following diagram outlines the cycles of a succession management program
with support and appraisal as part of each stage.

Fig. 4.1 Succession Succession Management
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Since I have written extensively about succession management elsewhere (Fink,
2005, 2010; Fink & Brayman, 2006; Hargreaves & Fink, 2006), in this chapter I will
concentrate on the first three stages in succession management, identifying those
people with the potential to become effective leaders of learning, their recruitment,
and development. I draw on evidence from the Change Over Time Study funded by
the Spencer Foundation (Hargreaves & Goodson, 2003). This study of educational
change over three decades in eight high schools in New York State and Ontario,
Canada, as seen through the eyes of teachers and leaders who worked there in the
1970s, 1980s, and 1990s is based on more than 250 detailed interviews with present
and past teachers and leaders in these varied schools, as well as on observational
information and extensive archival and demographic evidence of how the schools
have or have not changed over time.

To initiate each interview, researchers invited respondents to talk about the expe-
riences that had shaped their decision to become a teacher and influenced their views
on education. A pattern emerged among those teachers who went on to assume lead-
ership roles or had achieved positions of leadership within their schools or school
districts. In all cases, they had experienced
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e the opportunity to undertake significant and challenging activities early in their
careers that “stretched” them intellectually and professionally,

e leadership development opportunities that enabled them to meet these challenges,

e supportive mentors who assisted them as they met their challenges,

e the opportunity to observe and learn from powerful models of successful
leadership (and from some negative examples),

e feedback on their performance that was honest and constructive (although not
always positive).

Barbara Doubleday, who recently retired as the principal of a very large, quite
complex secondary school after many years of successful leadership experiences,
traced the roots of her growth as a leader to her very first teaching job at Lord Byron
High School with Wayne her new principal, and her department head in the English
department Wally. As she explained,

I had several job offers, but I chose to go to Lord Byron High School because of Wally
and Wayne. I liked the interview; I liked the approach. But I particularly liked the way
they interacted with me. My decision was based on people not on program. I really had
no idea what I was getting into. Wally explained to me that I could develop some courses,
which for me at that time would have been of interest anyway. Wally immediately gave
me a senior level program to develop called “integrative Canadian literature” — a pilot pro-
gramme, which probably would have daunted a lot of people nowadays. But in those days,
I felt that it was just part of the job expectation. If you had something given to you and it
was big, then that was great. So, I took it and spent the summer developing a course. I must
have read a thousand novels; that’s what it felt like. In fact I judged right. I judged that those
people would give me an opportunity and a big time challenge all at the same time. Now
being an administrator, I look back at it from my present perspective, and realize that at
that time it was a statement of faith. And that was necessary for my growth. If people don’t
have a statement of faith, then I don’t believe people will grow. My role then throughout
my career has been to demonstrate to others that I had the faith in them and if they make
a mistake that I will stand by them. But they have to try. If they don’t try, then they don’t
grow. It’s like the lovely poem, “if you don’t start walking, you don’t go anywhere.”

Barbara provides an example of a teacher who accepted a leadership challenge
very early in her career, but a challenge balanced by support from her principal
and skill development from her department head, so that she did not become over-
whelmed. In a sense she was in “flow” (Csikszentmihalyi, 2004) — intellectually
stretched, deeply engaged in meaningful work, but happy in her work. As a result
she brought the ideas of challenge and support to her leadership activities over time.

By way of contrast to the informal leadership opportunities Barbara talked about,
Ken Sutton described the various formal leadership roles that contributed to his
“inbound trajectory.” Ken Sutton was the principal of Lord Byron High School in
the late 1990s. Lord Byron was his third principalship. Before that he had been a
department head and an assistant principal in two secondary schools. He felt his
varied experiences in a number of schools enriched his leadership preparation. As
he stated,

From what I’ve read, the height of your effectiveness (as a principal) seems to be somewhere
between the 5 and 7 years period. Then after that it doesn’t have the same dramatic rise and
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it tends to level out if you look at a graph in terms of your effectiveness. Going into a new
setting is always rejuvenating and for me it was exciting because every school has its own
sense of community, its own history, its own way of doing things, and its own ethos. It’s
very easy to follow into a nice rhythm and routine and just stay where you are. Whereas this
forces you to meet new challenges and I learned from every single setting.

Bill, a leading special educator in one of the districts we investigated, described
his early challenges as a novice teacher and the role of his mentor, his principal Ron:

Ron was simply amazing because I think that people in our profession, need to be recog-
nized for whatever they do. Ron was really good at that. He’d pick up on little things. You’d
get a note that said “thanks for a great job, I saw you out in the hall talking to that kids and
that was really good,” or “thanks for your involvement” in this activity or that. So when he
needed to make a point with you about something else, perhaps an area for improvement
you were on the same level. It wasn’t somebody from above saying, “No, this is wrong!”
You accepted it more. He was really good at polishing people.

He’d take somebody that was rough like me. I was a rookie teacher. I was raw. I didn’t know
the things that maybe other teachers knew about special education. But he was really good
at polishing raw material like me by saying, “OK. The core is good. What we’ve got to do is
finish the edges.” ... I always look at those eight years as being the basis of building what
I eventually evolved into as far as my commitment to special education was concerned.

Joyce provides a fourth example. She not only became a well-respected principal,
but at one point in her career she was the first female president of the district’s
teachers’ union.

I think what happened for me at Lord Byron was that I learned how to learn. I learned that
I had to do some of that for myself. I developed a lot of confidence. I learned a lot from
Wayne. He and I would be there early in the morning and he would walk into my office with
an article and say, “you might like to read this.” That was so important to me and we were
a big staff. There were a lot of people in that school. But to walk in early in the morning
and watch who is there and talk to the young people that were there, and say “what do you
think about this?” I often did that as principal. But the whole learning process was the key
one. The opportunities to share and to learn new things together were the things I really felt
kept me moving and kept us moving at that time.

Ironically, these potential leaders also learned and gained confidence by dealing
with some negative leadership examples. As Joyce remarked,

I learned what a waste of time it is for example to have people working against a principal,
which is what we did with Bruce. It was just so much energy that year trying to get Bruce to
stop doing something, instead of going ahead and doing the stuff that we should have been
doing anyway. But it became a kind of game. It is such a waste of time for people to get
caught up in that. And I feel for people now who have to be in that.

The leaders who identified the potential of Barbara, Ken, Joyce, and Bill provided
them with modeling and mentoring as well as the challenges and support to achieve
success and gain confidence. As Rosabeth Moss Kanter (2004) explains, confidence
is contagious and crucial to leadership success.

Confidence consists of positive expectations for favorable outcomes. Confidence influences
the willingness to invest — to commit money, time, reputation, emotional energy, or other
resources — or to withhold or hedge investment. This investment, or its absence, shapes the
ability to perform. (p. 95)
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Their leaders and mentors obviously recognized the willingness of these people
in their formative years to learn, take risks, accept challenges, receive criticism, and
work hard to improve their craft, and considered that encouraging and facilitating
the professional growth of these potential leaders to be an important part of their
leadership roles.

All of these successful leaders had demonstrated early on that they would become
consummate professional teachers, but would they become effective leaders and
leaders of learning? It is a gigantic jump from doing the work oneself to getting work
done through others. The challenge of identification of potential leaders, therefore,
is to determine who can make this leap from successful “doers” to accomplished
“negotiators” who hold the lives of other adults in their hands. Ironically, one of the
most perplexing discoveries of people who move from the role of “doer” to that of
a leader is that they become less free to act (Hill, 2003). The difficulty for those
responsible for recruiting potential leaders is to determine who among the “doers”
has the ability, the patience, and the determination to become leaders of learning.

In the cases of Barbara, Ken, Joyce, and Bill, a leader identified their poten-
tial and encouraged their professional growth. Identification of potential leaders
in education, however, is certainly not an exact science. Traditionally, prospective
leaders have signaled their interest in leadership roles by applying for posted or
advertised positions, or existing leaders have encouraged subordinates to seek pro-
motion and supported their applications. The process is somewhat “hit and miss.”
While responsibility for identifying and recruiting potential leaders depends on the
governance structure of each educational setting, it is very clear that the psycho-
logical and financial support of the governing authorities contribute significantly to
producing capable educational leaders for any school jurisdiction (Smith & Piele,
1989). Baltzell and Dentler (1992) contend that the extent to which a school system
invests in the preparation of its school heads' is a key ingredient of a quality sys-
tem. A major reason for the perceived crisis in quality and quantity of educational
leaders in many jurisdictions, therefore, is the failure of many school districts and
Education Authorities and other levels of government over the past decades to invest
in leadership identification, recruitment, and preparation, and as a result they do not
have a qualified pool of candidates from which to choose when openings occur.
Changing times and false economies have resulted in a serendipitous, “fill-the-job”
philosophy instead of the “grow-your-own” approach that required all leaders in the
system to identify and encourage potential leaders. Regardless of the recruiting sys-
tem, whether it is school by school or at district or state levels, policy makers need
to attend to the urgent requirement for high-quality leaders at all phases of the edu-
cational enterprise by developing a pool of well-trained, well-prepared leaders from
which schools and districts can draw. “Hire and hope” is not only bad management,
but disastrous for student learning.

11 have used the terms principal and school head interchangeably.
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While, as I indicated, identification of potential leaders is an inexact science,

whatever the source, I offer the following questions about potential leadership can-
didates as an initial guide to determining who should be recruited for leadership
roles.

Does this person genuinely like and respect the students?

Is this person a dedicated and proficient teacher?

Is this person committed to learning for all students?

Does this person operate from a life-affirming set of values and have the courage
of his or her convictions?

Has this person initiated professional growth activities to enhance his or her
personal abilities — reason, ethics, imagination, intuition, memory, and common
sense?

Has this person the intellectual and relational potential to master the meta-
learnings for leadership such as “understanding learning,” “critical thinking,”
“futures thinking,” “contextual knowledge,” “political acumen,” ‘“emotional
understanding,” and “making connections”?

Does this person have the organizational skills to manage a school or a depart-
ment?

Does this person relate well to colleagues? To parents? To superiors in the
organization?

Does this person have a tolerance for ambiguity?

9% ¢

Once an organization has identified and recruited its potential leaders, it must find

ways to attend to their development. Mintzberg (2004) has identified five general
approaches to leadership development that apply in business and are applicable in
education.

“Sink or swim” — This is the least expensive approach in the short run, and by far
the most prevalent approach to leadership development in education. It identifies
leaders and then places them in leadership roles and lets the person “sink or
swim.” Since leadership development in education is usually considered to be a
“cost” not an “asset,” schools and school districts find it less costly in the short
term to advertise a position then hire and hope that a person works out, than to
invest in expensive leadership development processes. The long-term costs of this
approach, while hard to quantify, are significant.

“Moving, mentoring, and monitoring” — There is a general consensus in the
business literature that rotating potential leaders through a number of leader-
ship experiences provides a variety of challenges that encompass the spectrum
of the company’s activities and provides the neophyte leader with the greatest
opportunity for learning. McCall (1998) found that prospective business leaders
agreed with this approach because it gave them the opportunity to first witness
experienced leaders deal with complex issues, and then to address such matters



54 D. Fink

themselves with the support of their mentors. He provides two rules of leader-
ship development — first, leadership development is a personal responsibility, and
second,

. challenge can be provided to encourage this self-development, notably by rotating
people through a series of challenging jobs that stretch their abilities: from manag-
ing a start-up to learn about “providing strong direction in the face of ambiguity,” to
managing the turnaround of an existing business to learn about “overcoming resistance and
incompetence.” (p. 9)

The educational literature is quite mixed on the practice of the systemic rotation
of leaders. Aquila (1989) and Boese (1991) contend that the predictable rotation of
leaders is necessary to their development. Certainly, one of our Change Over Time
respondents, Ken Sutton, felt that his multiple moves had added to his leadership
abilities.

If T were to change schools tomorrow, then I would be able to go into the new school

much more comfortably with my ability to be a principal. I would be able to assess more

quickly what I believe a school should be about, to be able to talk with other people within

the building what the school should be about. Take a look at the reforms that need to be

implemented as we go along and move more quickly to making effective changes that we
felt were necessary for our school.

MacMillan’s (2000) research, however, looked at predictable principals’ rota-
tions from a school’s perspective and concluded that “the policy of regularly rotating
principals within a system is a flawed one.” When leadership succession is regular
and routine, “teachers are likely to build resilient cultures which inoculate them
against the effects of succession” (p. 89). The dilemma in education, therefore,
is to determine ways to help potential leaders to experience the kind of multiple
learning opportunities that moving from school to school seems to provide, while
ensuring some degree of continuity and stability for each school. The important
ingredient that makes such moves successful appears to be the opportunity to con-
nect on an ongoing basis with a capable mentor who helps the potential leader to
reflect on practice, and provides constructive performance monitoring. As Raeling
(2000) argues, “moving alone leaves the learning to the individual, whereas mov-
ing with mentoring turns it into a social process, which can make it more effective”
(p- 204). McCall (1998) supports this view and reports that having “a good boss
seemed to matter most in a manager’s first supervisory job and in big scope jobs”
(p. 4). Perhaps the answer in education is to view assistant principals as principals in
training, and facilitate their moving on a cyclical basis, while principals contract to
remain in a school for a minimum of 5-7 years. Alternatively, a lateral move within
an organization allows a potential leader to gain experience while ensuring a degree
of organizational stability.

e “Spray and pray” — This approach refers to the practice of credentialing leaders
through leadership development courses offered by school districts, universities,
and private consulting groups. From a system’s point of view, these often unco-
ordinated courses vary widely in efficacy, tend to stress teaching over learning,
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and offer generic answers to contextually based issues. As Mintzberg (2004) has
observed, “deep managing and deep learning depend on personal engagement,
not just on a detached expertise that ‘knows better.” So managers learn most
profoundly when they have significant responsibility for all aspects of the learn-
ing process, including its design” (p. 211). He concludes after years of teaching
management courses for potential leaders that “setting out to create leaders in a
classroom, whether in a short programs or full degrees, too often creates hubris.
People leave believing they have been anointed” (p. 215).

e Learning in action — Positioned somewhere between the context-based “moving,
mentoring, and monitoring” and the decontextualized course work of “spray and
pray,” “learning in action” involves potential leaders in field projects and activ-
ities followed by serious reflection that creates a learning laboratory for leaders.
Schools and school districts have often organized potential leaders into problem-
solving committees to address system’s problems. Mintzberg concluded in his
critique of action learning that “learning is not doing: it is reflection on doing.
And reflecting is not an escape but an essential part of the management process —
and probably its weakest part in today’s hyper world” (p. 208).

e Corporate academies — There is an increasing trend in the business world for
large corporations to establish academies that provide coordinated, contextu-
alized leadership development that focuses on developing leadership potential
to ensure a continuing supply of quality leaders. Such companies as Boeing,
General Electric Motorola, and even McDonald’s have adopted this practice.
Perhaps the closest educational equivalent is the National College for School
Leadership (NCSL) in the United Kingdom, although various states and school
districts support leadership assessment centers and development programs.

Some models are more useful at different stages of a leader’s career and some
are quite unsuitable. For example, “spray and pray” might be unsuitable for a leader
on the way up, but reinvigorating for an experienced leader. All these approaches
are based on the questionable assumption, however, that people are interested in
becoming or continuing to be leaders and the even shakier notion that they want to
be leaders of learning.

The Generations

In the midst of the greatest demographic turnover in educational leadership for 30
years, potential leaders have observed how wave after wave of “reform” has over-
loaded and stressed existing school leaders and are saying, “thanks but no thanks”
to leadership opportunities. This has become more than an issue of finding willing
bodies; it is a matter of accommodating different generations. As the baby boom
generation retires many of them prematurely due to outside pressures, the talent
pool of generation X from which leaders can be drawn is much smaller. In time, the
sheer shortfall of leaders may resolve itself, because waiting in the wings to succeed
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generation X is the demographically larger generation “Y”. Sometimes referred to
as the “Millennials” or the “Baby-Boom Echo,” this generation is very different
from their baby boom parents, and their generation X older siblings. Raised by their
optimistic, can-do, “baby-boomer” parents, they have enjoyed having a say in fam-
ily decisions and expect the same in the workplace. They respond poorly to dictates,
and find collaboration, whether face to face or on the net, a natural way to get things
done. Millennials are the most technological savvy of any generation and get eas-
ily frustrated by the less proficient. This generation includes more women, is more
assertive about its own needs, and is more concerned about work—life balance than
previous generations (Lancaster & Stilman, 2002).

While the numbers from which to choose new leaders may in the long run be suf-
ficient, large questions will still persist? Are the candidates interested? Will they be
ready? Can they be properly prepared? These “supply” side questions have precip-
itated a variety of activities by policy makers such as the creation of the leadership
college and the fast tracking of potential leaders in the United Kingdom, leadership
institutes in a number of states and provinces, the creation of executive principals
to look after a number of schools, the employment of non-educators to manage
schools, and the splitting of leadership jobs among a number of people (Thomson
& Blackmore, 2004). The less obvious response to the crisis question is on the
“demand” side of the equation — how can leadership jobs be restructured so that
the demands on individuals and schools can be reduced while enabling leaders to
provide the kind of leadership necessary to respond to the educational issues of a
knowledge society.

Young people, millennials, are looking at their leaders and their pressurized 60-h
weeks and questioning the wisdom of pursuing a career in leadership. As my own
daughter, a very successful and experienced teacher, has said to me when I encour-
aged her to start on the leadership ladder “Dad, that’s your thing, all principals
seem to do now is push paper, analyze test scores, and attend meetings, I want to
work with children.” Human energies are not inexhaustible. If we want to increase
leaders’ capacity to focus on learning, then we will have to find ways to reduce or
eliminate the incessant demands for more accountability, more new initiatives, and
politically motivated micro-management.

Elsewhere (Davies, 2007), my colleague, Andy Hargreaves, and I addressed
the demand side in some detail in a chapter entitled “Energizing Leadership
for Sustainability” in which we addressed three components of what we called
resourcefulness: the restraint needed to reduce the demands on leaders; the renewal
required to engage the full potential of a school’s leadership capacity; and the
release of the energies inherent in this leadership capacity to attend to deep and
broad learning for all children (Hargreaves & Fink, 2007). In that chapter, we
argued that the incessant pressure of the flawed and failing (Coe, 2000; Tymms,
2004; Tymms & Merrill, 2007) mechanical models of change with their short-
term targets, standardized tests, and incessant inspections need to stop. In spite
of efforts to ameliorate the negative conditions and “collateral damage” (Cassidy,
2007; Nichols & Berliner, 2007) created by this model through workplace renewal
such as in England, which in itself places more pressure on leadership capacity,
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policy makers need to turn to more sustainable inclusive lateral approaches to
goal-setting, accountability, and educational reform.

While leadership capacity in a school or school district is not inexhaustible, it
is renewable, and available if recognized, encouraged and engaged. Much has been
written recently about distributed forms of leadership (Harris, 2008); some see it
as a positive way to go to spread and share leadership across a school, a district,
or even across networks of schools (Hopkins, 2007). Like Jim Spillane (2006), I'm
an agnostic. It can be good or bad, effective or ineffective, democratic or dictato-
rial, depending on how it occurs in an organization (see Hargreaves & Fink, 2008;
Hargreaves & Fink, 2006). In some settings it can mean the abdication of responsi-
bility by formal leaders, leaving teachers and others to clean up the mess, or it can
mean a dumping down by school heads or principals of some of the more onerous
tasks like student discipline, or it can mean a genuine sharing of leadership activities
in a pursuit of an inspiring vision through inclusive processes. Genuine distributed
leadership is complex. It isn’t like a cards in a deck that the leader distributes in
some predetermined way, but rather it involves the teachers who collaborate to put
on a Christmas concert, or the mathematics teachers who work on a unit of study
to promote creative approaches to problem solving. Then again it could also be the
staff-room lawyers who actively plot to undermine the school’s administration, or
the disenchanted staff member who discourages the commitment to school activities
of younger staff members, and overtly or covertly undermines change efforts. The
challenge is how to concentrate all this leadership energy and capacity to address
the purposes of education — student learning — learning to know, to do, to be, to
get along with others, and to live sustainably. Distributive and other lateral forms of
leadership have the potential to release the latent leadership energies of all faculty
members and ultimately students, but it won’t happen when the goals of education
perseverate on short-term imposed targets and politically convenient test scores.

Conclusion

In my travels I have met thousands of school leaders who, in spite of shifting and
conflicting mandates, have found creative ways to comply with outside requirements
and managerial functions, while still spending a large percentage of their time as
leaders of learning. As I stated elsewhere, these leaders are

ordinary people who through extraordinary commitment, effort, and determination have
become extraordinary, and have made the people around them exceptional. Educational
leadership is more art than science; it is more about character than technique; it is more
about inspiration than charisma; it is more about leading students and teachers’ learning
than the management of things. (Fink, p. xviii)

Ironically, these leaders are often successful in spite of the system not because
of it.

At the same time, I have met with too many paper pushers, intellectual accoun-
tants, and compliant messengers who happily, and often successfully in the eyes of
their superiors, dutifully deliver the artifacts of learning like good test scores and
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inspection reports, and in the process short-change their students of the enriching
and stimulating educational experiences they require for changing and challenging
times. It is after all far easier, and often more immediately gratifying, to think short
term and manage things, than to work to improve the capabilities of a 45-year-old
teacher who does not challenge or stimulate his students — but for leaders of learning
that’s what the job is all about. In my view, if we change the expectations for leaders
in ways that I have already suggested, and recruit and train based on their potential
to become leaders of learning, and develop the learnings necessary to be leaders
of learning, while at the same time exercising restraint on the demands placed on
leaders, then the supply side in time should take care of itself.
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Chapter 5
Developing Instructional Leadership

Philip Hallinger

Introduction

During the 1980s an emerging body of research on effective schools (Bossert,
Dwyer, Rowan, & Lee, 1982; Edmonds, 1979; Hawley & Rosenholtz, 1984;
Purkey & Smith, 1983) focused the attention of policymakers and scholars on the
principal leadership. This research asserted that the “instructional leadership” role
of the principal was crucial to school effectiveness (Bamburg & Andrews, 1990;
Bossert et al., 1982; Dwyer, 1986; Edmonds, 1979; Leithwood & Montgomery,
1982). Earlier efforts to study the impact of principal leadership had begun to iden-
tify professional leadership dimensions of the principal’s role that impacted school
success (e.g., Erickson, 1967; Gross & Herriott, 1965). Nonetheless, it was a key
legacy of the effective schools movement to focus global attention on instructional
leadership.

At the same time, however, even in the heyday of effective schools, advocacy for
principals to exercise “strong instructional leadership” was not without critics and
skeptics (e.g., Barth, 1986; Cuban, 1988). They questioned the underlying assump-
tions of principal instructional leadership and its viability as a dominant paradigm
for conceptualizing school leadership. This trend gathered steam during the 1990s
as scholars interested in school improvement argued the case for transformational
leadership (Leithwood, 1994) and teacher leadership (Barth, 1990, 2001) as alterna-
tive conceptualizations. Indeed, by the turn of the twenty-first century, it seemed as
if instructional leadership had lost its potency as an organizing concept for school
leadership.

Yet, the rise of the accountability movement around the turn of the twenty-first
century gave rise to increasing focus on learning outcomes of students and schools.
Moreover, this became an international trend riding the rising wave of globalization.
This global interest in educational reform centering on student learning led, once
again, to a focus on school leadership in general and instructional leadership in
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particular (e.g., Gewertz, 2003; Hunter Foundation, 2005; Stricherz, 2001a, 2001b;
Virginia Department of Education, 2004). However, instructional leadership seems
to have reincarnated into a new form broadly known as leadership for learning.
Ten years later this has become the new paradigm for twenty-first century school
leadership.

The purpose of this chapter is to unpack current thinking about instructional lead-
ership and assess its relationship to leadership for learning. More specifically, the
chapter seeks to understand what value has been added to conceptions of instruc-
tional leadership that have carried over from the 1980s to today. Although the
chapter will draw extensively on specific empirical and theoretical papers pub-
lished over the past 45 years, it will rely quite heavily on findings gleaned from
a series of reviews of research on principal leadership conducted from during
the 1960s (Erickson, 1967), 1970s (March, 1978), 1980s (Bossert et al., 1982;
Bridges, 1982; Firestone & Wilson, 1985; Hallinger & Murphy, 1985; Leithwood
& Montgomery, 1982), 1990s (Hallinger & Heck, 1996a, 1996b; Heck & Hallinger,
1999; Leithwood, Begley, & Cousins, 1990) to the present (Bell, Bolam, & Cubillo,
2003; Hallinger, 2003; Leithwood, Day, Sammons, Harris, & Hopkins, 2006;
Leithwood, Louis, Anderson, & Wahlstomm, 2004; Marzano, Waters, & McNulty,
2005; Robinson, 2007; Robinson, Lloyd, & Rowe, 2008; Southworth, 2002, 2003;
Witziers, Bosker, & Kruger, 2003).

The Instructional Leadership Role of the Principal

A retrospective assessment of instructional leadership yields some general observa-
tions about how scholars have conceived of this role over the past 25 or more years.
First, with its emergence out of the research on “instructionally effective elemen-
tary schools” (e.g., Edmonds, 1979; Hawley & Rosenholtz, 1984; Purkey & Smith,
1983), instructional leadership was conceived as a role carried out explicitly by
the school principal (Bossert et al., 1982; Dwyer, 1986; Edmonds, 1979; Glasman,
1984; Hallinger & Murphy, 1985; Leithwood & Montgomery, 1982; Leithwood
et al., 1990; van de Grift, 1990). During the 1980s relatively little reference was
made to teachers, department heads, or even to assistant principals as instructional
leaders. There was little or no discussion of instructional leadership as a distributed
or shared function.

Growth of Instructional Leadership in the United States

The potency of the instructional leadership imagery during the 1980s was demon-
strated in the actions of the Federal government in the United States. During
the mid-1980s, the American government initiated the establishment of School
Leadership Academies throughout the country with one academy funded in every
state. This was an unprecedented step for a Federal government that historically
left it for state governments to take the lead on education issues. In retrospect,
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this Federal effort to support the development of school leadership assumed its
legitimacy from a growing belief that, for the first time, there was a credible knowl-
edge base underlying the development of principal leadership (Barth, 1986; Cuban,
1984, 1988; Hallinger & Wimpelberg, 1992). This knowledge base drew largely
from emerging research on principal instructional leadership in effective schools
which provided a conceptual framework for the Academies’ leadership develop-
ment curricula (Bamburg & Andrews, 1990; Bossert et al., 1982; Dwyer, 1986;
Edmonds, 1979; Hallinger & Murphy, 1985; Leithwood & Montgomery, 1982).
These academies explicitly fostered an image of strong, directive instructional lead-
ership as the normative thrust for school leaders (Bamburg & Andrews, 1990;
Bossert et al., 1982; Edmonds, 1979; Grier, 1987; Hallinger & Greenblatt, 1991;
Hallinger & Wimpelberg, 1992; Marsh, 1992).

Critics identified the limitations of the underlying research (Barth, 1986; Bossert
et al., 1982; Cuban, 1984, 1988), but with limited effect. Policymakers had found
a hammer — instructional leadership — and everything related to the principalship
began to look like a nail. In the haste to implement leadership development on a
large scale and to see results in schools, a “one size fits all” model of instructional
leadership was disseminated to practicing and aspiring school principals (Barth,
1986). This model of instructional leadership was disseminated as the normatively
desirable role for principals who wished to be “effective.”

Unfortunately, schools differ widely in terms of their needs and resources, as well
as in the type of leadership required to move them forward. This well-established
premise of leadership theory was overlooked by policymakers intent on making a
difference in schools. Moreover, the drive to turn principals into instructional leaders
ran counter to findings from empirical studies and theoretical analyses that sought
to account for why most principals did not assume an active role as instructional
leaders (e.g., Barth, 1986, 1990; Cuban, 1984, 1988; March, 1978; Weick, 1976).
These critiques offered a variety of reasons for why it could be unrealistic to expect
principals to fulfill this normative model of school leadership:

e Atapractical level, principals were required to fulfill a variety of roles (e.g., polit-
ical, managerial, instructional) and to focus too much on just one of them would
lead to dysfunctional consequences (Cuban, 1988);

e Expectations that principals would act as instructional leaders assumed a
level of expertise and personal values and ambition that ran counter to the
population characteristics and career trends of American principals (March,
1978);

e The daily routine of schools pushes principals toward a set of work activities char-
acterized by brevity, interruption, and fragmentation that is at odds with many of
the key activities proposed for instructional leaders (Barth, 1980; Bridges, 1977,
Deal & Celotti, 1980; March, 1978; Weick, 1976);

e The “one size fits all” framework of instructional leadership was at odds with
multiple constraints that act on the exercise across schools that differ in resources,
size, staffing, and student needs (Barth, 1986; Bridges, 1977; Hallinger &
Murphy, 1986; Hallinger & Wimpelberg, 1992).
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An Emergent Conception of Instructional Leadership:
1980-1990

With these caveats in mind, let us take a closer look at just what this “early model” of
instructional leadership looked like. Note that much of the early research on instruc-
tional leadership was drawn from studies of urban elementary schools serving poor
children. These were descriptions of principals who had somehow managed to turn
their schools around. They tended to be highly directive in their leadership styles,
using leadership as a driver to move the school in a more productive direction. Thus,
these instructional leaders were viewed as a small minority of principals who had
somehow managed to overcome the pressures that push principals away from a
focus on teaching and learning.

Instructional leaders were viewed as culture builders. They sought to create an
“academic press” that fostered high expectations and standards for students, as
well as for teachers (Barth, 1990; Bossert et al., 1982; Glasman, 1984; Hallinger,
Bickman, & Davis, 1996; Hallinger & Murphy, 1985, 1986; Heck et al., 1990;
Mortimore, 1993; Purkey & Smith, 1983). They modeled their high expectations
and were loathe to compromise high standards.

Instructional leaders were goal-oriented. They took the lead in defining a
clear direction for their schools and motivating others to give their effort toward
achievement. In instructionally effective schools serving underachieving pupils,
this direction focused primarily on the improvement of student academic out-
comes (Bamburg & Andrews, 1990; Glasman, 1984; Goldring & Pasternak, 1994,
Hallinger et al., 1996; Hallinger & Murphy, 1986; Heck et al., 1990; Leithwood
et al., 1990; Leitner, 1994; Mortimore, 1993; O’Day, 1983). Terms such as vision,
mission, and goals became centrally situated in the vocabulary of school leaders who
wished to succeed in the evolving environment of educational reform (Bamburg &
Andrews, 1990; Hallinger & Heck, 2002).

Crucially, instructional leaders were able to align the school’s academic mission
with strategy and action. Thus, instructional leaders focused not only on leading,
but also on managing. Their managerial roles included coordinating, controlling, and
supervising, curriculum and instruction (Bamburg & Andrews, 1990; Bossert et al.,
1982; Cohen & Miller, 1980; Dwyer, 1986; Glasman, 1984; Goldring & Pasternak,
1994; Hallinger et al., 1996; Heck, 1992, 1993; Heck et al., 1990; Leitner, 1994).
Thus, instructional leadership did involve considerable engagement with the “tech-
nical core” of education: teaching and learning (Andrews & Soder, 1987; Bossert
etal., 1982; Dwyer, 1986; Edmonds, 1979; Firestone & Wilson, 1985). Instructional
leaders led from a combination of expertise and charisma (Bossert et al., 1982;
Purkey & Smith, 1983). These were hands-on principals, hip-deep in curriculum
and instruction (Cuban, 1984) and unafraid of working directly with teachers on the
improvement of teaching and learning (Bossert et al., 1982; Cuban, 1984; Dwyer,
1986; Edmonds, 1979; Hallinger et al., 1996; Hallinger & Murphy, 1985, 1986;
Heck et al., 1990; Leithwood et al., 1990).
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In American schools of the 1980s, this was far from the norm for educational
administrators (Bridges, 1977; March, 1978; Wolcott, 1973). Descriptions of these
principals tended toward a heroic view of their capabilities that often spawned feel-
ings ranging from inadequacy to guilt among the vast majority of principals who
wondered why they had such difficulty fitting into this role expectation (Barth, 1986,
1990; Donaldson, 2001; Hallinger & Greenblatt, 1991; Marshall, 1996).

A Conceptual Definition of Instructional Leadership

Several notable models of instructional leadership have been proposed (Andrews &
Soder, 1987; Bossert et al., 1982; Hallinger & Murphy, 1985; Leithwood et al.,
1990; Leithwood & Montgomery, 1982; Villanova, Gauthier, Proctor, & Shoemaker,
1981). I will focus here on the model proposed by Hallinger and Murphy (1985)
since it is the model that has been used most frequently in empirical investigations!
(Hallinger, 2008; Hallinger & Heck, 1996a). This model, similar in many respects to
the others referenced above, proposes three dimensions for the instructional leader-
ship role of the principal: Defining the School’s Mission, Managing the Instructional
Program, and Promoting a Positive School Learning Climate (Hallinger, 2008;
Hallinger & Murphy, 1985). These three dimensions are further delineated into ten
instructional leadership functions (see Fig. 5.1).
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Fig. 5.1 Instructional management framework (From Hallinger & Murphy, 1985)

Defining the School’s Mission

Two functions, Framing the School’s Goals and Communicating the School’s Goals,
comprise the first dimension, Defining the School’s Mission. This dimension con-
cerns the principal’s role in determining the central purposes of the school. The
dimension focuses on the principal’s role in working with staff to ensure that the

1Hallinger (2008) found that the Principal Instructional Management Rating Scale, which is based
on this framework, had been used in over 125 studies conducted in 14 countries.
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school has clear, measurable, time-based goals focused on the academic progress of
students. It is also the principal’s responsibility to communicate these goals so they
are widely known and supported throughout the school community.

Within this model, the process of goal development was considered less critical
than the outcome. Goals could be set by the principal or in collaboration with staff.
The bottom-line, however, was the school should have clear, academic goals that
staff support and incorporate into their daily practice. This picture of goal-oriented,
academically focused schools contrasted with the typical situation in which schools
were portrayed as pursuing a variety of vague, ill-defined, and sometimes conflicting
academic and nonacademic goals.

The instructional leader’s role in defining a school mission was captured in
a study of effective California elementary schools conducted by Hallinger and
Murphy (1986). In the course of their study, they observed teachers in their class-
rooms for several days. One teacher had an affective education activity center
entitled “I am ...” in the back of the room. However, they never saw students
working at it. When queried about this, the teacher observed:

Yes, the affective activity center is something I really like to use with my students. However,
this particular class has not made the usual progress in basic subjects, so I've had less
time for affective activities. Our focus in the school is on ensuring that every one of our
students has mastered basic subjects. We really try to make time for optional subjects as
well. However, our principal expects us to spend as much time on reading, writing, spelling,
and math as is necessary to achieve this objective(emphasis added). So I adjust the time
accordingly. (Hallinger & Murphy, 1986)

Later during one of his interviews, the principal repeated this expectation almost word for
world. It was obviously something that had been discussed with and among the staff many
times.

This comment captures several characteristics of the instructional leader’s role in
defining a clear mission. First, at this school the mission was absolutely clear. It was
written down and visible around the school. Second, it was focused on academic
development appropriate to the needs of this particular school population. Third,
the mission set a priority for the work of teachers. Fourth, it was known and accepted
as legitimate by teachers throughout the school. Fifth, the mission was articulated,
actively supported, and modeled by the principal.

Managing the Instructional Program

The second dimension Managing the Instructional Program focuses on the coor-
dination and control of instruction and curriculum. This dimension incorporates
three leadership (or what might be termed management) functions: Supervising
and Evaluating Instruction, Coordinating the Curriculum, and Monitoring Student
Progress. Within this model of instructional leadership, managing the instructional
program requires the principal to be deeply engaged in stimulating, supervising, and
monitoring teaching and learning in the school. Obviously, these functions demand
that the principal have expertise in teaching and learning, as well as a commitment to
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the school’s improvement. It is this dimension that requires the principal to become
“hip-deep” in the school’s instructional program (Bossert et al., 1982; Cuban, 1984;
Dwyer, 1986; Edmonds, 1979; Marshall, 1996).

By way of example, I would again recall the principal in the example cited above.
In discussions of how they monitored student progress, several different teachers at
this school observed that the principal “knew the reading level and progress of all
650+ students in this primary school” (Hallinger & Murphy, 1986). This particu-
lar behavior is not a requirement for instructional leadership. However, it reflects
the degree of this principal’s involvement in monitoring student progress and in
managing the school’s instructional program.

It was this dimension of the role that caused the greatest consternation among
critics of the instructional leadership model. Even “friendly critics” questioned
whether the broader population of principals possessed the necessary instructional
expertise or the time to engage this role (e.g., Cuban, 1984, 1988). This was
especially the case in with respect to larger schools and secondary schools which
typically have a more highly differentiated discipline-based curriculum.

Moreover, the early definition of this dimension placed a stronger focus on con-
trol of teaching (e.g., evaluation) than on its development. This probably reflected
the fact that the early research on instructional leadership came from settings that
could be characterized as turn-around situations. Subsequent research suggests that
for schools more generally leadership that focuses on building teacher capacity
through professional learning, be it staff development, peer—peer networking, or
peer coaching may yield better results for changing teacher practices and supporting
student learning (Leithwood et al., 2004; Marks & Printy, 2003; Robinson, 2007).

The third dimension, Promoting a Positive School Learning Climate
includes several functions: Protecting Instructional Time, Promoting Professional
Development, Maintaining High Visibility, Providing Incentives for Teachers,
Developing High Expectations and Standards, Providing Incentives for Learning.
This dimension is broader in scope and purpose than the other two. It conforms to
the notion that effective schools create an “academic press” through the develop-
ment of high standards and expectations for students and teachers (Bossert et al.,
1982; Purkey & Smith, 1983).

Instructionally effective schools develop a culture of continuous improvement in
which rewards for student and staff are aligned with purposes and practices (Barth,
1990; Glasman, 1984; Hallinger & Murphy, 1986; Heck et al., 1990; Leithwood
& Montgomery, 1982; Mortimore, 1993; Purkey & Smith, 1983). The principal is
highly visible on the campus and even in classrooms. The principal models val-
ues and practices that create a climate and support the continuous improvement of
teaching and learning (Dwyer, 1986; Hallinger & Murphy, 1986).

Implications for Leadership for Learning

This chapter has documented the evolving interest in different approaches to school
leadership over the past three decades with instructional leadership holding sway
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during the 1980s only to be eclipsed by transformational leadership during the
1990s, and leadership for learning since 2000. Fortunately, the empirical knowl-
edge base that grew around these dominant models of school leadership offers more
focused insight into the effects of school leadership on student learning (Hallinger,
2003). This section of the chapter is organized around five questions for which
recent scholarship provides some degree of illumination.

. What have we learned about the size of school leadership effects?

. What theoretical model best explains successful leadership for learning?
. Which leadership practices “make a difference”?

. Whose leadership fosters student learning?

A~ W =

What Have We Learned About the Size of School Leadership
Effects?

Over a decade ago Ron Heck and I reviewed the literature on school leadership
effects on student learning. We concluded that the effects of principal leadership
were largely indirect. Principals appeared to impact student learning by creating
conditions in the school that would have a positive impact on teacher practice and
student learning (Hallinger & Heck, 1996a, 1996b). These conditions consisted of
many of the strategic areas that have been discussed in this chapter (e.g., defining
an academic mission, fostering capacity for professional learning). The size of the
principal leadership effects that we found across studies was statistically significant,
but quite small. At that time, we suggested, however, that even a small contribution
could be meaningful in the world of daily practice in schools.

More recently, other researchers have conducted up-to-date systematic reviews
(e.g., Bell et al., 2003; Leithwood et al., 2004, 2006) and meta-analyses (Marzano et
al., 2005; Robinson, 2007; Robinson et al., 2008) of empirical studies of school lead-
ership effects. These reports generally confirm our earlier conclusions concerning
both the nature and size of school leadership effects on student learning. Moreover,
a larger sample of studies and new methodologies for review allow for a higher
degree of specificity in their conclusions and confidence in their interpretation of
the evidence than was possible 15 years ago when we began our own review.

What Theoretical Model Best Explains Successful Leadership
for Learning?

As noted earlier in the chapter, the pendulum has swung back and forth over the
past several decades favoring different leadership models at different points in time.
The most recent reviews of this empirical literature appear to confirm that general
leadership models (e.g., transformational, path-goal, situational theories) do not cap-
ture the type of leadership that “makes a difference for student learning” in schools
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(Bell et al., 2003; Hallinger, 2003; Leithwood et al., 2004, 2006; Marzano et al.,
2005; Robinson, 2007; Robinson et al., 2008; Southworth, 2002, 2003). Instead the
reviewers suggest that successful school leadership must include a core of leadership
practices that we may term educational, instructional, or learning-centered.

During the 1990s, Ken Leithwood and his colleagues at the Ontario Institute for
Studies in Education in Canada carried out a substantial program of research on
the effects of transformational school leadership. Leithwood’s (1994) model was
adopted from research by Bass (1985) on transformational leadership in the private
sector. After more than a decade of conducting empirical studies of transformational
school leadership, Leithwood concluded that the model fails to fully capture features
that explain successful leadership in school settings (Leithwood et al., 2004, 2006).
That is, leadership which makes a difference in learning for students seems to incor-
porate dimensions that are education-specific and connected to the organizational
context in which it is exercised.

This issue was analyzed with great specificity in a recent meta-analysis of school
leadership effects studies conducted by Robinson and colleagues (2008). After
reviewing studies of school leadership