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Preface

In our preface to The Self-Managing School, published in 1988, we sug-
gested that the title might be greeted with incredulity or scepticism by
readers associated with publicly funded schools which have been directed
and supported for decades in a complex arrangement of roles and respon-
sibilities involving authorities at the national, state and local levels. We
expressed the view that, while schools must continue to work within a
framework of policies and priorities set at the system level, they could
otherwise be largely self-managing. In the first chapter of that book we
described initiatives in self-management in Australia, Britain, Canada and
the United States. We offered a case for these developments, drawing on
perspectives in political economy, organisation theory, school effective-
ness and teacher professionalism. The remaining chapters contained de-
scriptions and illustrations of a model for self-management derived from
an Australian study of effective schools which had proved helpful in sup-
porting change in several Australian states, notably Victoria.

There have been dramatic changes in the management of education
since 1988. Those foreshadowed in England and Wales came to pass in the
1988 Education Act where self-management is described as the Local
Management of Schools (LMS). Implementation is now well under way,
with further changes foreshadowed with the recent release by the Depart-
ment of Education and Science of The Parents' Charter. Similar far-reach-
ing changes have now been made in New Zealand. The most centralised
of state education systems in Australia in New South Wales is being trans-
formed, with a leaner central arrangement directing and supporting schools
which are moving toward self-management. In the United States self-
management, or school-based management as it is called in that country,
is emerging as a major element in a series of related reforms in a compre-
hensive restructuring of education. In these countries and others, the cen-
tral authority, wherever located, retains a powerful but more focused role,
determining broad goals, setting priorities and building frameworks for
accountability. At the same time, appearing paradoxical at times, major
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Preface

responsibilities are being shifted to the school level. There is thus simul-
taneous centralisation and decentralisation.

Some commentators describe these changes as the most far-reaching
of the twentieth century, possibly since the establishment in the late nine-
teenth century of large government or public school systems. Others,
writing and speaking more generally, see changes in education in the same
context as changes in the delivery of other public services. Everywhere,
it seems, large central bureaucracies are collapsing in favour of a shift to
self-management. Whatever the scope of change, it is evident that the
development of a capacity for self-management is now a requirement in
schools in many nations around the world.

As authors, we are fortunate to have been directly involved in change
in a number of countries, largely through extended consultancies in which
we were invited to introduce practitioners to the model described and
illustrated in The Self-Managing School and to advise senior officers at the
system level on elements in the framework within which schools will be
self-managing. We have both been involved in these ways in Australia,
Britain and New Zealand. Jim Spinks' work has been mainly in the form
of consultancy, visiting Britain on three occasions from 1988 to 1990 for
a total ofnearly twelve months of training programs for officers, governors,
principals and teachers in more than one-third of the local education au-
thorities. He also worked with about ten thousand parents, principals and
teachers in an extended consultancy throughout New 'Zealand in 1989.
Brian Caldwell undertook a study of emerging patterns in the management
of education for OECD and completed several consultancies at the system
and school levels in Australia and New Zealand. We have studied at first
hand some key developments in other countries, notably Canada and the
United States. In 19)1 Jim Spinks was appointed Superintendent (Self-
Management) in Tasmania, a position unique in Australia. He had the
responsibility of working with ethers at the system and school level to
guide schools in that stare further clown the path to self-management. He
is now Principal of ShCiield District High School in Tasmania where he
is continuing the developmental work at the school level.

We have, throughout this time, monitored the way in which prac-
titioners have utilised the model for self-management. As a result, we are
now able to make a number of refinements and these are described and
illustrated in Leadim the Self-Managing School.

It may he stating the obvious, but it became evident that the model
for self-manager:lent was as usefill for private or non-government schools
as it was for public or government schools. We defined self-management
in the context of the latter, and our illustrations and most of our consultancy
--nrk were in that setting. but we have learned of many of the former
...ich have utilised the model, especially as far. as approaches to policy-

making, budgeting and evaluation are concerned.
It seems that schools, like other public and private enterprises, must
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cope with continuing change. Expectations that curriculum and organ-
isational structures might be stabilised are unlikely to be fulfilled. Schools
will thus require a capacity to manage continuing change throughout the
1990s. We give particular attention in the refined model to ways in which
this capacity can be developed through processes variously described as
school development, school self-renewal, school improvement or school-
level strategic planning. The framework at the system level within which
this capacity can be exercised is also established.

More importantly, however, our recent work has enabled us to discern
in a clearer way than before the requirements for leadership in a system
and in a school where self-management has been encouraged. Leading the
Self - Managing School gives special attention to these requirements, with a
model for leadership within which the model for self-management can
proceed. Illustrations are provided for all levels of the system.

We wish to express our appreciation to those people who have made
arrangements for our work in different countries and who continue to
inspire our efforts in a variety of ways. David Hill and Brian Oakley-
Smith, Directors of Cambridge Education Associates, invited Jim Spinks
to join them in their consultancy work on the Local Management of Schools
in England and Wales. Tony Stanley, Principal of Evans Bay Intermediate
School in New Zealand, recognised at an early stage the relevance of our
model for self-management to developments in New Zealand and sub-
sequently worked with others to arrange our involvement in that country.
Bob Smilanich, Associate Superintendent of Edmonton Public School
District, Alberta, Canada, has kept us informed of developments in a
system which has, in so many ways, pioneered and sustained self-man-
agement in North America. Edmonton's Superintendent, Dr Michael
Strembitsky, the pioneering leader of self-management in that system, has
also briefed us on likely directions. Margaret Vickers laid the foundation
for 'Irian Caldwell's international studies when she was with the Centre
for Educational Research and Innovation at OECD. Hedley Beare, Pro-
fessor of Education at the University of Melbourne, helped us gain an
understanding of administrative restructuring, while Jerry Starratt, Professor
of Educational Administration at Fordham University, New York, has
illuminated our thinking on leadership and has challenged us to change the
language. Our employers at the University of Tasmania, the University
of Melbourne and the Department of Education and the Arts in Tasmania
allowed us the time to travel widely since 1984. lan McKay, Senior Re-
search Fellow at the University of Tasmania, assisted with the design of
figures in the text.

We dedicate this book to the leaders of our schools, especially those
who have taken the initiative to shape their own destiny, in partnership
with their colleagues and members of their communities. We share their
vision that the outcome will be sustained satisfaction and a major con-
tribution to the quality of learning and teaching.

r-
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Part A

A New Context and an Updated Model
for Self-Management



1 The New Realities in Education

The scope and pace of change in education at the start of the 1990s are
nothing short of breathtaking.

In Britain, England and Wales now have, for the first time ever, a
national curriculum framework and provision for nation-wide tests at the
primary and secondary levels. All secondary schools and most primary
schools have total control of their budgets, with schools having the power
to opt out of control by their local education authorities on the majority
vote of parents. Plans for the further empowerment of parents are apparent
in the release of The Parent's Charter.'

Many Australian states which underwent radical decentralisation in
the 1970s and 1980s are now building stronger frameworks of direction
and support, while others, notably New South Wales, Queensland and
Tasmania, are just starting on major programs of reform which include
shifts toward school self-management. At the same time, the elements of
a national curriculum framework are starting to emerge and a national
initiative to restructure the teaching profession is underway.

A national system of education in New Zealand has been, literally,
turned upside down (or should it be downside up?) with the dramatic
empowerment of boards of trustees at the school level in what was already
a relatively decentralised system. Remaining to provide a framework is a
small central authority which includes a powerful review and audit function.

In the United States the so-called 'second wave' of reform is sweeping
over the nation, with virtually every aspect of schools and systems which
direct and support schools under critical examination. The key word is
`restructuring' and it is being applied to curriculum, pedagogy, adminis-
trative structures, governance, teacher training and retraining, and to the
teaching profession itself.

The pioneering system of self-management in Canada, the Edmonton
Public School District in Alberta, continues to evolve, with a vision of
empowerment at the student level now emerging.

There is evidence of similar far-reaching change in virtually every
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An Updated Model for Self-Management

nation in the Western world with signs of major change now clear in
Eastern Europe and the Commonwealth of Independent States.

It is no wonder that many commentators believe these changes to be
the most far-reaching of the century, indeed, since the late nineteenth
century when large public or government school systems were estab-
lished. Moreover, these changes have been continuous since the early 1980s,
with all evidence pointing to their acceleration. Many participants and
observers find the changes contradictory in nature and are disconcerted by
an apparent lack of stability in any arrangement, either organisational or
pedagogical, and a perceived lack of integration among thepany-changes
which appear to be proceeding in unplanned piecemeal fashion. It seems
that change, including turbulence, is a permanent condition in education.

In 1981 Peter Drucker wrote a book about managing in turbulent
times.' He described the conditions which would be encountered by pri-
vate and public organisations throughout the decade. In 1989 he wrote
again about 'the new realities',' describing with extraordinary foresight
the events to occur later in the year in Eastern Europe and projecting the
steady decline of large, centralised bureaucracies in the public sector and
the emergence of the organisation we would describe as self-managing.
Drucker was writing in general terms, but it is clear that he would include
the management of education in his analysis.

Self-Management Defined

This book is concerned with leaders and leadership in self-managing
schools. Our primary interest is schools in government or public school
systems, or schools in systems of non-government schools, although the
approaches to self-management we describe are just as relevant within
schools which are in most respects independent of government or systemic
controls. Indeed, we are aware of private or non-government schools
which have utilised the model we described and illustrated in The Self-
Managing School,4 especially those aspects concerned with policy-making,
budgeting and evaluation.

Within the sphere of our primary interest, a self-managing school is
a school in a system of education where there has been significant and
consistent decentralisation to the school level of authority to make deci-
sions related to the allocation of resources. This decentralisation is admin-
istrative rather than political, with decisions at the school level being made
within a framework of local, state or national policies and guidelines. The
school remains accountable to a central authority for the manner in which
resources are allocated.

Resources are defined broadly to include knowledge (decentralisation
of decisions related to curriculum, including decisions related to the goals
or ends of schooling); technology (decentralisation of decisions related to

4
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The New Realities in Education

the means of learning and teaching); power (decentralisation of authority
to make decisions); materiel (decentralisation of decisions related to the
use of facilities, supplies and equipment); people (decentralisation of de-
cisions related to human resources, including professional development in
matters related to learning and teaching, and the support of learning and
teaching); time (decentralisation of decisions related to the allocation of
time); and finance (decentralisation of dk__;sions related to the allocation of
money).

We draw attention to the breadth of this concept of self-management
in that it goes beyond the relatively narrow focus on finance which was
evident in the 1970s and 1980s in developments known as school-based
budgeting (Canada and the United States) or the local financial manage-
ment of schools (Britain). We note also the distinction between the concept
of self-management and other terms which have been used such as self-
government and self-determination, these implying the lack of a centrally
determined framework for the management of schools. While some
scenarios suggest that such schools will emerge over the next decade, we
believe self-management is the more accurate descriptor for what is
happening in systems of government and non-government schools.

The Scope of Change

It is helpful to establish the scope of the changes we described at the
outset, especially in relation to broader changes which are occurring around
the world in different fields of endeavour. This will provide the context
for our exploration of leadership in the self-managing school. Our ap-
praisal of the scope of change is consistent with Drucker's warning that
'the greatest and most dangerous turbulence . . . results from the collision
between the delusions of the decision makers, whether in governments, in
the top managements of businesses, or in union leadership, and the real -
ities.'5 What follows is a summary of our understanding of these realities.
But we share Drucker's optimism when he argued, further, that 'a time
for turbulence is also one of great opportunity for those who can under-
stand, accept, and exploit the new realities. It is above all a time of op-
portunity for leadership.'6

The concept of megatrend

John Naisbitt coined the term 'megatrends' to describe broad social, eco-
nomic, political and technological changes which influence in very powerful
ways the direction of change in different fields of endeavour.' A school may
experience a decline in enrolment because of short-term changes in the
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An Updated Model for Self-Management

local environment such as falling birth-rates or a decrease in employment
opportunities in local industry. A short time later a different pattern may
emerge when local conditions change. It may not be possible to discern a
consistent long-term trend. However, such a school is affected by factors
which are shaping society as a whole and which have consistent and long-
term impact. The microchip is an example. It is change of this order that
Naisbitt described as a megatrend.

Naisbitt's 1982 book, Megatrends, foreshadowed a number of trends
which he believed would occur in the 1980s: (i) from an industrial society
toward an information society, (ii) from forced technology toward a 'high
tech/high touch' people-oriented use of advanced technology, (iii) from
reliance on a national economy toward involvement in a world economy,
(iv) from preoccupation with the short term toward consideration for the
long term, (v) from centralisation toward decentralisation, (vi) from in-
stitutional help toward self-help, (vii) from representative democracy
toward participatory democracy, (viii) from communication and control
in hierarchies toward networking, (ix) from a concentration of interest
and effort in the 'north' (developed countries) toward concern for the 'south'
(less developed countries), and (x) from consideration of 'either/or' toward
a 'multiple option' range of choices.

While the outcomes have been uneven, it is fair to say that most have
occurred in the manner foreshadowed by Naisbitt. Their effects in educa-
tion are evident, especially in regard to trends to an information society,
decentralisation, self-help, participatory democracy, networking and mul-
tiple options.

Megatrends in the 1990s

Naisbitt was joined by Patricia Aburdene in the 1990 publication, Megatrends
2000.8 Again, ten rnegatrends were identified, with many being a con-
tinuation of or development from those set out in the earlier book: (i) a
booming gh ',al economy, (ii) a renaissance in the arts, (iii) the emergence
of free-market socialism, (iv) global lifestyles and cultural nationalism, (v)
the privatisation of the welfare state, (vi) the rise of the Pacific Rim, (vii)
the decade of women in leadership, (viii) the age of biology, (ix) a reli-
gious revival, and (x) the triumph of the individual.

It is likely that most will influence or be associated with developments
in education in the 1990s, with implications for the management of edu-
cation in each instance.

We should note here our reservations about the reduction of complex
developments and their encapsulation in simplifications which amount
to slogans. On the other hand, we also note that the broad brush writing

6
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The New Realities in Education

of Naisbitt and Aburdene is consistent with that of others such as Peter
Drucker. We proceed, however, in the spirit of Naisbitt and Aburdene
who suggested that 'You need not agree with or accept every element of
this world view . . . The important thing is to craft your own world
view. . . :9

Megatrends in education

Some trends in education have been underway for a sufficient time and
have sufficient depth and strength that they constitute megatrends in edu-
cation. They appear to be associated with and largely a consequence of the
megatrends described by Naisbitt and Aburdene, thus justifying the use of
the word in a special field. Each shapes developments in particular areas
within the broader field of education. Each is stated in the future tense,
although current strength is evident in most instances.

1 There will be a powerful but sharply focused role for central
authorities, especially in respect to formulating goals, setting pri-
orities, and building frameworks for accountability.

2 National and global considerations will become increasingly
important, especially in respect to curriculum and an education
system that is responsive to national needs within a global
economy.

3 Within centrally determined frameworks, government schools
will become largely self-managing, and distinctions between
government and non-government schools will narrow.

4 There will be unparalleled concern for the provision of a quality
education for each individual.

5 There will be a dispersion of the educative function, with tele-
communications and computer technology ensuring that much
learning which currently occurs in schools or institutions at post-
compulsory levels will occur at home and in the workplace.

6 The basics in education will be expanded to include problem-
solving, creativity and a capacity for life-long learning and re-
learning

7 There will be an expanded role for the arts and spirituality, de-
fined broadly in each instance; there will be a high level of
`connectedness' in curriculum.

8 Women will claim their place among the ranks of leaders in
education, including those at the most senior levels.

9 The parent and community role in education will be claimed or
reclaimed.

7
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10 There will be unparalleled concern for service by those who are
required or have the opportunity to support the work of schools.

Appraising the scope of change

Among structural changes alone, what has occurred thus far is historic. In
Britain, for example, there is no precedent for each of the major elements
in the 1988 legislation: never before has there been a national curriculum
nor have there been nation-wide tests at primary and secondary levels.
While schools have always had some authority in respect to resource al-
location, never before have they had total control over their budgets.
Schools have never had the authority to opt out of control by their local
education authority.

The scope of change in Australia is best summarised by Hedley Beare,
Professor of Education at the University of Melbourne and one of the
nation's most respected commentators:

The overwhelming impression left by the most recent round of
reconstructions is that there has been a profound reconceptualisation
of the organisation of Australian education, in schools no less than
systematically. Bluntly, there has been a paradigm shift.'°

R.J.S. Macpherson was a participant-observer in the preparation of
the Picot Report, which led to the reform of education in New Zealand,
and has subsequently written of these experiences and those of a similar
nature in the state of New South Wales in Australia," where he assisted
in the review of administration conducted by Brian Scott. He character-
ised events in New Zealand as a 'political intervention into education on
a scale never before seen. . . ."2 William Lowe Boyd, another scholar who
has written widely on developments in the United States and in other
countries, notably Australia, has observed that 'since 1983, American public
schools have been experiencing the most sustained and far-reaching reform
effort in modern times."'

Accounting for Megatrends in Education

It is worthwhile to examine the evidence for these megatrends in education
and to discern factors which underpin them. What is clear in the following
brief account is that they are interrelated and shaped in large measure by
broader trends of the kind described by Naisbitt and Aburdene, and others.
A number of implications for schools emerge from this account and these
will be explored throughout the book in the manner summarised at the
end of Chapter 1.

8 16
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Concern for quality and strategic capability in education

In each of the countries described at the beginning of the chapter it is

apparent that central authorities, whether at national or state levels, have
adopted a powerful but sharply focused role. It is essentially one of deter-
mining goals, setting priorities and building frameworks for account-
ability. In the case of England and Wales these represent stronger powers
than ever before assumed at the national level. In Australia the Common-
wealth government has, for the first time, worked with the states to lay
the foundations for a national curriculum framework. Indeed, most of the
important policies in education now reflect a national perspective, achieved
through cooperative arrangements of commonwealth and states, despite
the fact that constitutional powers for education in Australia rest with the
states. In the United States the national role has been minimal, although
former Secretary for Education, William Bennett, used the 'bully pulpit"4
to help catalyse the extraordinary changes in that country since 1983. The
so-called 'first wave' of reform was marked by a mountain of reports and
state legislation on curriculum and testing, with the specification of mini-
mum competency standards for students and, in some instances, for
teachers. Noteworthy in New Zealand is the formation of a powerful
review and audit agency at the national level to monitor the manner in
which schools address national goals and priorities.

A major factor underlying this-centralising trend is concern about
quality. The widespread concern about quality in education is clear from
recent OECD reports, including one d. voted exclusively to the issue which
stated that 'concern for the quality of education in schools is today among
the highest priorities in all OECD countries. It will remain so for the fore-
seeable future." The report acknowledged different meanings of the term
and differences in approach when efforts are made to effect improve-
ment. It concluded that definitions of quality 'are crucially determined by
educational aims"6 and that 'how the curriculum is defined, planned, imple-
mented and evaluated ultimately determines the quality of education that
is provided'," hence, in our view, the centralising trend we have defined
above.

There is, however, a broader concern for quality that is having an
impact on patterns of management in education. This is the concern for
general quality in life which is now determined in large measure by the
capacity of a nation to perform well in a global economy, a condition
included by Naisbitt and Aburdene in their list of megatrends. There is
a sense in many nations, including those considered in this chapter, that
they may 'fall behind' and that, to become more competitive, they must
ensure a highly responsive economy which calls, in turn, for a highly
responsive system of education that equips citizens with required kno w-
ledge, skills and attitudes. This relationship between education and eco-
nomic needs has, of course, always been there. Education has always

9
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made a significant contribution to economic well-bt!ing. The recent rheto-
ric of governments has simply brought the relationship into sharper focus,
with a stridency and urgency. that many educators find discomforting.
Nevertheless, it is currently a reality which accounts in part for the stronger
role governments are taking in many areas of policy in education.

It is important to note that the trend to self-management is not directly
connected to concern for economic well-being. Guthrie made this clear in
his recent review of developments around the world:

Not all emerging education system similarities are aimed at en-
hancing national economic development. For example, higher and
lower education policies regarding 'choice' and 'privatisation' and
the devolution of lower education management to school sites are
generally intended more to enhance the productivity and efficiency
of schooling systems themselves than to enable education to aid a
nation's economy.'s

Apart from gaining an understanding of the scope of the issue and the
underlying reasons, there are implications for leaders in education of concern
for quality. For those at the national, state or system levels, it means the
development of a capacity to set goals, establish priorities and build
frameworks for accountability. These capacities have not always been well-
developed in the past when education was relatively stable and such direct
connections between education and the economy were not stated so clearly
or were subject to such rapid change. Officers at the system level were
then able to perform a range of functions within bureaucratic structures
which was, in many respects, highly appropriate in an age of stability.
Management in a climate of continuing change demands a large measure
of 'focused flexibility'. Leaders at the school level will require the capacity
to manage within a centrally determined framework, something which to
a degree has always been the case except that more recent developments
involve adaptation to a changing set of priorities and a more demanding
set of accountability requirements.

Schools in the 1990s will require a high-level capacity for strategic
planning; that is, to see 'the larger picture' and, on a continuing basis, set
and re-set priorities in a simple school development plan which will provide
the framework for the annual operational plan. The model for management
set out in The Self-Managing School gave particular attention to the annual
operating plan within a framework of policies and priorities. We acknow-
ledged the importance of strategic planning and priority-setting, but the
context for schools in the 1990s makes this capacity a more powerful
imperative. For this reason, we give particular attention in Leading the Self-
Managing School to techniques for school-level strategic planning and the
preparation of a school development plan. We take this up in Chapter 5.

Every interpretation of the sources cited thus far points to the neces-

10
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sity of taking account of national and global considerations in the manage-
ment of education at all levels. Perhaps the most important strategic
capability is concerned with curriculum, which must be highly responsive
to the needs of the nation. This has ab.,..r,7s been so but, whereas these
needs in the past tended to be relatively stable from year to year, there
may now be considerable change from one year to the next. The notion
of a national curriculum which has a high level of specification will not
satisfy this requirement. What is required is a curriculum framework within
which these changes can occur. It is interesting that what has started as an
exercise in national curriculum has invariably ended with the publication
of a broad framework. That was the outcome in England and Wales and
is the likely end of a process in Australia which has seen, first, a statement
on national goals and, second, an effort to 'map' the curriculum across the
different states and territories. One state, Victoria, has established its own
curriculum framework with a level of specification which seems ideal for
a national effort.

On a personal level, the curriculum must afford the individual an
opportunity to acquire the knowledge, skills and attitudes to participate
productively and satisfyingly in a world of work which will see continuous
change. Recognition of this is now so wide that another of our megatrends
in education seems almost self-evident, namely, that the basics in education
will be expanded to include problem-solving, creativity and a capacity for
life-long learning and re-learning.

Another important strategic capability is concerned with learning and
teaching. At one level this calls for a range of approaches at the school
level to match the curriculum, and this may mean change in situations
where, for example, problem-solving and creativity have not been em-
phasised in the past. At another level, however, is the need to utilise the
wealth of learning opportunities which have been created by advances in
telecommunication and computers. Computers can now be utilised across
the curriculum, including the arts, and learning of a kind which was once
laborious or difficult can now occur with ease in any location. Students
will have access to information sources around the world. With the in-
creasing use of lap-top computers, this information can be acquired quickly
and unobtrusively without jeopardy to patterns of human interaction which
we hold to be so important in the educative process. We summarise the
reality and potential of these developments in our view that there will be
a dispersion of the educative function, with telecommunications and com-
puter technology ensuring that much learning which currently occurs in
schools or institutions at the post-compulsory level will occur at home
and in the workplace.
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Equity, choice, resource allocation and the emergence of a de facto
educational voucher

Strategic capability in respect to curriculum and learning will be shaped by
a core value which is influencing public policy in most fields on a global
scale, namely, equity. In educatiohal terms, this means that every child,
regardless of circumstance, will receive an education which will enable
the full development of capability. This value has, of course, underpinned
much of the rhetoric of public education for one hundred years or more,
but there is increasingly an insistence that this rhetoric be brought to
realisation. The particular outcomes, or indicators of outcomes, which
have been specified in public policy pronouncements have varied from
nation to nation, but these include an increase in retention rates of stu-
dents, at least to the end of secondary school, implying a reduction in
failure rates at key stages of secondary schooling. The particular processes
of policy implementation have included approaches to resource allocation,
since an implication of the foregoing is that schools shall bL provided with
the resources to enable them to meet the individual learning needs of
every student. This suggests a form of decentralised school-based budget-
ing in contrast to centralised, relatively uniform approaches to allocating
resources to schools which, in the past, were assumed to be equitable.

We offered analysis along these lines in The Self-Managing School but
have since been participant-observers in several countries where efforts
have been made to introduce related approaches to resource allocation,
especially in Britain through the Local Management of Schools (formerly
known by a title which emphasised its focus on resources: Local Financial
Management), New Zealand, and in Australia, especially in New South
Wales and Tasmania. We have monitored developments in Edmonton,
Alberta where school-based decision-making, formerly known as school-
based budgeting, has been in place for more than a decade. It has taken
time in each place to determine the criteria for allocating resources to
schools, and some of the difficulties are described in Chapter 8 where
leadership at the system level is described in some detail. It is essern lly

a process of determining what it costs to provide different educational
experiences to students with different educational needs and then devising
a schedule of grants to schools which are combined to form a school's
total allocation.

One perspective on this process is of interest. The total resource al-
location to a school is, in effect, determined by the number of students
who attend the school, the educational needs of those students, and the
kind of educational programs they will undertake. Expressed simply in
stark financial terms, 'the money follows the student.' The process is
accomplishing in important ways what the so-called 'voucher schemes'
were intended to achieve. These have never been implemented in the
manner proposed by Friedman and others: in their original form they
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were conceived as sums of public money given to parents who would
then pay for the education of their children according to their choice of
school. Similar schemes calling for tuition tax credits have often been for-
mulated but have not been implemented, although a variant was adopted
in Minnesota.

The issue of equity was often raised in opposition to these proposals,
which invariably involved a uniform amount of money in the voucher or
for tax credit. How could the different educational needs of students be
satisfied, given that different costs would be involved? Ficw could parents
exercise choice given their different bases of knowledge ar interest in edu-
cation? What is emerging, however, is a situation where, to use an image
offered by Thomas,19 the student is, in effect, the voucher, but where
equity objections have been satisfied through differentials in grants to
schools in school-based budgets which take account of the educational
needs of students. The educational voucher may become a reality but not
in the form originally envisaged by its proponents.

The foregoing accounts for our identification of a megatrend along
the lines that there will be unparalleled concern for the provision of a
quality education for each individual, with an implication that the edu-
cational voucher will appear in the 1990s, although not in the form originally
conceived and advocated, thus providing schools with a new focus for
marketing and a restructured source of public funding.

Connectedness and continuity

Thus far we have accounted for several megatrends which concern cur-
riculum and learning. We see evidence of another, namely, that there will
be an expanded role for the arts and spirituality, defined broadly in each
instance; there will be a high level of 'connectedness' and 'continuity' in
curriculum. A number of interrelated influences are at work here. At one
level there is the need to ensure that matters which have always been
regarded as important in education should be sustained. In addition to the
so-called basics, these include learning in the arts, defined broadly to in-
cluck- literature, music, drama, art and so on. An historical perspective is
also important. Essentially this means that schools will continue to be, as
D'Arcy has described them,2° 'centres for communicating civilisation', thus
achieving the 'continuity' noted earlier. This may be one manifestation in
the school of Naisbitt and Aburdene's megatrend for the 1990s which
described a renaissance in the arts. On another level, however, the pace of
change and a number of global issues are giving rise to a new interest in
spirituality, again defined broadly. Naisbitt and Aburdene included this as
a megatrend in the 1990s, but there is a school-level counterpart. In an elo-
quent paper, written as a talk with his grandchildren, Hedley Beare draws
on Thomas Berry in offering this view of schooling:
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But most of all, I want your schooling to be a liberating experi-
ence, opening your eyes to the awesome harmonies inherent in the
cosmos. The universe is a 'communion and a community', Thomas
Berry tells us, linked by 'an unbreakable bond of relatedness'. To
use his words, I want your schooling to introduce you to the
'creative energy' of the universe, and to teach you to identify with
'the earth as a self-emerging, self-sustaining, self-educating, self-
governing, self-healing, and self-fulfilling community of all living
and nonliving beings of the planet'. It's a tall order, and it will
require some quite special teachers and principals. 21

Beare is giving expression here to a number of curriculum developments
which are embodied in the notion of 'connectedness' in the different and
constantly changing elements in the educational experiences of our students.

Self-management and the collapse of bureaucracies in education

There is considerable evidence, sampled at the beginning of this chapter,
that self-management in education is now on a scale that warrants its
classification as a megatrend. Expres-ed as a continuing development, this
means that government schools, within centrally determined frameworks,
will become largely self-managing, and that distinctions between govern-
ment and non-government schools will narrow. We offered the argu-
ments in favour of self-management in our earlier book, with these drawing
broadly from the fields of political economy, organisation theory, school
effectiveness and professionalism. Some of these arguments have been
presented as the various reforms have been introduced around the world.

Recently, however, the case has been put rather more bluntly on the
grounds that it is simply more efficient and effective in the late twentieth
century to restructure systems of education so that central bureaucracies
are relatively small and schools are empowered to manage their own af-
fairs within a centrally determined framework of direction and support.
Two arguments have usually been offered, one is concerned with re-
sponsiveness, the other with priorities for resource allocation in times of
economic restraint or budgetary crisis.

An example of a powerful argument on grounds of responsiveness is
that offered by Brian Scott following his review of the Education De-
partment in the government school system in the Australian state of New
South Wales, one of the largest education systems in the world. The
following are excerpts which focus on the lack of responsiveness:

Many problems in school education in this State today are directly
attributable to the fact that systems have rigidified. The Depart-
ment has not recognised the full extent of the challenge of accel-
erating change in today's society. Nor has it been sensitive to the
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fact that in the modern world we now live in, school education
its curriculum, its teaching and learning processes, and its delivery
systems should be in a continual state of adaptation.

The message . . . is clear enough. While many of the same questions
need to be asked about content, structure and delivery of school
education as in the past, the assumption that has guided the de-
velopment of the New South Wales State school system for more
than 100 years namely, that the quality of school education is
best achieved through a centralised system is no longer valid
for a modern, technologically-advanced state. The inflexibility of
the Department's structures and procedures has made it unrespons-
ive to the real educative needs of students and teachers."

Among other reasons, the analysis drawn from organisation theory
we offered in The Self-Managing School accounts for this lack of rcspon-
siveness.23 A centralised, bureaucratic form of management is appropriate
where the tasks to be performed are relatively uniform in nature and stable
over time, with few exceptional cases among the range of tasks. These
were the conditions which prevailed over much of a century or more in
large government school systems. The greater the commitment to and
understanding of the range of individual learning needs and approaches
to learning and teaching, and the more frequently there is change in the
specification of these needs and approaches, the less appropriate the cen-
tralised, bureaucratic form. These are the conditions which prevail in the
1990s. There remains, of course, a range of tasks which can be routinised,
hence some functions are appropriately centralised and managed by bur-
eaucratic means. In general, however, many government or public school
systems around the world have retained relatively centralised and bur-
eaucratic structures for much longer than was appropriate, given the needs
of an education system in the last decade or so of the twentieth century.
In most instances the system itself has proved incapable of making the
necessary structural change and it has taken commissioned reviews such as
those conducted by Scott in New South Wales and Picot in New Zealand
to be the catalyst for action.

Another factor accounting for the shift toward school self-management
has been the re-setting of priorities for government expenditure, especially
in times of financial restraint or budgetary crisis. In a general sense, govern-
ments the world over have found it increasingly difficult to resource public
enterprises. Costly technological advances and high public expectations,
the latter now more powerfully articulated than ever before through highly
skilled lobbying efforts, make it difficult for governments to satisfy the
demands of all. Consider, for example, the very high cost of maintaining
a public health service, especially one which can now provide a much
higher quality of medical attention through an impressive array of elective
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surgery. Consider also the high cost of increasingly sophisticated approaches
to law enforcement, defence, transportation and education. To provide all
of these services at the same time that the public is demanding reductions
in levels of taxation makes the task of government even more difficult. In
places like Australia and New Zealand, with high levels of foreign indebt-
edness and unsatisfactory terms of trade, the problem is acute. It becomes
almost unmanageable in some instances, notably in Victoria, Australia,
where the 1990 recession was more severe than elsewhere in the country
and the government was faced with huge losses arising from the collapse
of public enterprises like the State Bank. Another Australian state, Tasma-
nia, was experiencing similar difficulties. 'The response around the world,
but especially in these states, was to make more severe cuts in educational
expenditure at the central level than at the school level. Essentially, then,
when faced with the need to set priorities under conditions of constraint
such as those described here, governments are opting to support schools
at the expense of the centre. As would be expected, there has been strong
pressure along these lines from organisations representing the interests of
teachers.

It is not yet clear how far this dismantling of centralised bureaucratic
structures will go. In England and Wales the local education authority
(LEA) as a level in the educational structure may be under threat given the
very strong public reaction to the so-called poll tax which led to its
abandonment. A significant portion of local revenue is directed to the
support of schools through the LEA. While school-based budgeting is an
important aspect of the Local Management of Schools, a significant range
of services at relatively high cost is still provided by the local authority.
The government wishes to limit expenditure on central services at the
LEA level to a maximum of 15 per cent of total expenditure on schools.
The possibility of removing the education component of local government
has been raised, with funds for schools to come directly from Westminster,
implying the elimination altogether of local support from schools except
to the extent that schools work together to fund such support from their
school-based budgets. Indeed, schools or clusters of schools may become
key providers of educational support services.

Taking all of these developments and possibilities into account, the
movement toward self-management appears to be a megatrend, with dif-
ferences between government and non-government schools narrowing to
the extent that centralised structures for the direction and support of
government schools, at least at the local and state levels, are under threat.

The service ethic

An important function at the central and regional level. of school systems
has been the provision of support to schools in the areas of curriculum,
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teaching, management and student services. It has generally been consid-
ered more efficient and effective to locate these services at central and
regional locations, given that resources and needs are insufficient to place
them in individual schools. For some services a high level of specialised
expertise is required and relatively small numbers of people available.

The extent and need for these services have been challenged as sys-
tems have moved to self-management. Two factors have been evident.
One is associated with the economic plight described in the last section:
when priorities have been re-ordered or reductions in expenditure made,
a curtailment of central and regional services has been a more acceptable
course for governments to take than cut-backs at the school level. This has
forced governments to examine the nature and extent of central and regional
support services to determine those which meet the greatest needs. In
effect, these service units have been called on to justify their existence. In
some instances, notably in New Zealand and more recently in Victoria,
proposals for change have initially been sweeping, and campaigns in the
defence of services have been mounted. In the final resolution of these
matters, some services proposed for cut-back or elimination have been
restored, especially those which concern the provision of support for
students with special learning needs.

Another factor has been the response of schools once they have ac-
quired a capacity for self-management. Where school-based budgets allow
schools to select the source of special assistance, experience has shown that
they will frequently acquire support from sources other than that previ-
ously provided at the central or regional levels. The experience in the
Edmonton Public School District is interesting and is recounted in more
detail in Chapter 8. In brief, a trial in fourteen schools of school-level dis-
cretion to choose the source of support and meet the costs from school-
based budgets resulted, in the first year of the trial, in a markedly different
pattern of support than existed previously, with some schools utilising
services from the private sector, or from other schools, or by adding to
their own capabilities to address their needs through additional staff or
extended professional development. A shift back to utilisation of central
services was evident in subsequent years.

The effect of both factors is to focus attention on the quality of service
provided to schools. Where the existence of the service was once more
or less taken for granted, there is now evidence of more careful design
and delivery, often manifested in the formulation of mission statements,
strategic plans, needs assessments, careful costing of services, negotiation
of relatively explicit 'contracts' between centre or region and schools, and
appraisal of the quality of service following its delivery. In several states
in Australia services were arranged in what became known as school sup-
port centres, essentially 'one stop shop' facilities for a wide range of support.
In Victoria, after achieving some measure of stability over three years, the
level of service and the number of centres were greatly reduced in the 1990
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state budget, resulting in a new round of critical reviews as to the worth
of the service provided.

What we are describing here may be viewed as manifestations in the
field of education of a megatrend identified by Naisbitt (from institutional
help toward self-help) and another identified by Naisbitt and Aburdene

e privatisation of the welfare state) but, in general, it may be more
appropriately viewed as an example of the curtailment of centralised services
through bureaucratic structures arising from the need for efficiencies in the
public sector.

These developments are evident in other fields of public service to
the extent that it is now appropriate to refer to a new ethic or culture
of service in the public service. We take this up in more detail in Chapter
8 in the context of system transformation.

Empowerment

The final theme that is evident in these megatrends is that of empower-
ment. We use the term in the sense that certain groups of people in the
school community now have the opportunity to influence the course of
events in the life of the school to a greater extent than in the past. There
are several sources of power in a school, including authority and expertise.
For the first of these, a person or group of people acquires power because
of the authority they have been granted. Throughout most of the history
of large government or public school systems, this kind of power has been
exercised by pi ofi:ssional educators at the centre of school systems and in
schools. Governments have had the constitutional authority throughout
this period and are now tending to exercise it to a greater extent than in
the past, this being one aspect of the trend described as 'the politicising of
education'. In many countries, parents and other members of the school
community have had authority to make certain kinds of decisions at the
school level, but in most Western countries this authority has been in-
creased to cover a broader range of decisions. These developments have
been especially noteworthy in Australia where most states now require or
are encouraging the formation of school councils or school boards with
powers to set policies, approve budgets and evaluate the programs of the
school. Teachers and, in some instances, students have also been empowered
in this manner.

Another source of power is expertise. An individual or group can
influence the course of events by virtue of the expertise they can bring to
bear. There is now broad acceptance of the need for teachers to engage in
ongoing professional development, thus acquiring a broader range of
knowledge and skill in the areas of curriculum and teaching. There are
also programs for parents, especially to help them acquire the knowledge
and skill to contribute fruitfully in the decision-making processes, but
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also, to a lesser extent, to support teachers in matters related to learning
and teaching. Thus a wider range of people in the community of the
school have the opportunity t' influence the course of events through the
acquisition of knowledge and skill.

In general, these developments are a movement away from hierarchical
controls on schools and their programs, although some hierarchical
structures for the exercise of power remain through the centralised ar-
rangements we have incdtcled in the list of megatrends in education. To
some extent this is an educational manifestation of an item in Naisbitt's
first list of megatrends, namely, a trend from communication and control
in hierarchies toward networking on the basis of a dispersion of authority
and the acquisition by more people of knowledge and skills which enable
them to contribute to networking arrangements.

One megatrend that is not now evident in education is that described
by Naisbitt and Aburdene as 'the decade of women in leadership'. We
note the fact that women currently hold for the first time the most senior
positions in education in New Zealand (Maris O'Rourke) and in Western
Australia (Margaret Nadebaum), but there seems to be no movement of
the kind that can be described as a megatrend, despite the assertion by
Naisbitt and Aburdene that organisational needs as far as leadership are
concerned are more favourable for women than in the past, when hier-
archical command structures tended to favour the roles into which men
had been socialised. We have included it in our list of megatrends because
we believe that the societal trend noted by Naisbitt and Aburdene will be
experienced in education later in the decade when there will be a wider
appreciation of the requirements for leadership in new organisational ar-
rangements. We take this up in more detail in Chapter 3 where we explore
advances in knowledge about leadership and requirements for leadership
in the self-managing school.

Focus on Leadership in Self-Management

A capacity for leadership emerges as the central requirement for schools
and systems of schools as events unfold in the 1990s. Using the distinction
suggested by James McGregor Burns," this leadership must be more
transformational than transactional, with the former implying a capacity
to engage others in a commitment to change, while the latter is more
concerned with maintaining the status quo by excl- .nging an assurance of
a secure place of work for a commitment to get the job done. Consider
the nature of the changes implied by these megatrends M education:

restructured arrangements at the centre of the system, with a nar-
rower range of functions, a commitment to service and a culture
of accountability;
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schools with more authority and responsibility than in the past,
more responsive to their communities, yet accountable centrally;
teachers drawing on a wider repertoire of approaches to learning
and teaching to meet the educational needs of all students in their
communities, in an environment where the educative function is
dispersed through computers and telecommunications;
new ways of thinking about the curriculum: broader and richer
but achieving a connectedness which runs counter to notions of
compartmentalisation;
all in a larger environment of continual change and uncertainty.

The need for outstanding and widely dispersed leadership at all levels
is palpable. While we gave some attention to leadership in The Self-
Managing School, especially that which empowered others, our primary
concern was to describe and illustrate a management process which had
been identified in research on effective schools and which held promise for
guiding efforts to decentralise decision-making to the school level. In
Leading the Self-Managing School our primary concern is leadership under
the conditions we have described throughout this chapter. This leader-
ship may be described as more transformational than transactional, more
visionary than managerial, and more artistic than scientific.

The Scope of the Book: Sources of Knowledge and the
Need for Ongoing Research on School Self-Management

Purpose

The primary purpose of this book is to refine the model for self-manage-
ment and to provide guidelines for the exercise of leadership at the school
level and at the system level in a system of self-managing schools. The
starting point is acceptance of the new realities in education as outlined in
Chapter 1. In effect, we are responding to the question: 'How should leader-
ship be exercised for school self-management, given that self-management
is a reality or an expectation in the countries under consideration?'

Sources of knowledge

Our sources of knowledge in addressing this purpose include our reflection
on experience in working with schools and school systems where adoption
or adaptation of the model for self-management outlined in our first book
has been encouraged; accounts of implementation of self-management in
schools and school systems other than those in which we were directly
involved; and contemporary writing about leadership.
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Research on self-management

While the model for self-management contained in our first book was
derived from research in highly effective schools in two states in Australia
(in the manner summarised in Chapter 2), we are mindful of the continu-
ing need for research on self-management and of the contentious nature
of much of the existing research literature, especially that of an advocacy
nature such as that of Chubb and Moe in the United States.25 In the
Australian study, highly effective schools were identified and approaches
to the allocation of resources were studied. The study was conducted in
a context of a trend to school self-management. A model was derived
which, it was hoped, might guide the efforts of others who sought to
make their schools more effective in such a context. The assumption here
was that, by developing some of the characteristics of an effective school,
a school might itself become more effective. Our account of the processes
of self-management was intended to show how this might be brought
about.

The research literature which claims a direct cause-and-effect relation-
ship between school self-management and learning outcomes for students
is sparse. We have been impressed, for example, by the research of Matthew
Miles and his colleagues in urban high schools in the United States which
found that substantial improvement at the school level is associated in a
causal manner with a relatively high degree of school autonomy, especially
in respect to the way in which resources, including staff, are allocated.26
But much of the research and associated advocacy writing is based on the
same assumption noted above, including that by Chubb and Moe, Goodlad,
Johnson and Sizer.27 The limitations of this and related approaches are
noted by Malen, Ogawa and Kranz in their review of research on school-
based management.28

The Chubb and Moe study

The findings and limitations of the Chubb and Moe study of public and
private high schools in the United States are worthy of note. In that
research:

we found that, all things being equal, schools with greater control
over school policies and personnel or schools subject to less
control over these matters are more effectively organised than
schools that have less organisational autonomy. We also found
that autonomy from control is the most important determinant of
the effectiveness of school organisation . . . [and] that all things
being equal, public schools are substantially less likely to be
granted autonomy from authoritative external control . .. than are
private schools; and, as important, schools in urban systems

4.
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where the problems of school performance are most grave and
where the efforts to solve them have been the most bureaucratic

are much less likely, all else being equal, to enjoy autonomy.29

The solution, for Chubb and Moe, is to free schools from regulation by
government and school boards.

A powerful critique of this position was offered by Glass and Matthews
who note that 'these sweeping recommendations are based on statistical
results in which the model accounts for only 5 per cent of the variance in
the dependent variable of student achievement:30 They question whether
this warrants 'the creation of an entirely new system of public education
for the nation' and point to the merits of centralised arrangements:

Clumsy though they may be, the rules and regulations often stand
as a safeguard against callous and unfair treatment of children,
particularly those who suffer handicaps or are ethnic minorities.
Have we reached an enlightened state in th's country where those
safeguards can be dispensed with for the sake of teachers' and
administrators' autonomy? Some will doubt it.''

In our view this critique points to the merit of school self-management
which allows for a high degree of school autonomy within a centrally
determined framework of goals, policies, priorities and standards. Such a
framework should address, among other things, the concerns for equity
which are the subject of the rules and regulations about which Glass and
Matthews were writing. As we show in Chapter 8, the best practices in
school self-management currently address issues of equity in the important
matter of allocating resources to schools.

In the final analysis, however, we believe that the case for school self
management rests on a much broader base than gains in student learning
which may accrue, even if these are as small as suggested in the Chubb
and Moe study. Indeed, those who would halt or delay the adoption of
school self-management or school-based management until the evidence is
in on a powerful and direct causal effect on student performance are, to a
large extent, failing to take account of the wider range of reasons for these
approaches to school management as well as the realities of the broader
international context outlined in Chapter 1. We believe, nonetheless, that
ongoing research on school self-management is critically important. There
are certainly great opportunities for this as design and implementation
proceeds around the world.

Organisation of Chapters

We have organised the book in three sections. Part A is entitled 'A New
Context and a Refined Model for Self-Management'. In Chapter 1 we
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have used the concept of megatrend to describe developments in Australia,
Britain, Canada, New Zealand and the United States. While there is evid-
ence that governments are assuming a more powerful and focused role in
key matters, it is clear that schools are moving toward self-management
in restructured school systems. Leadership is central to achieving success
under these conditions. We explained that the book is intended as a guide
to good practice in schools and school systems where decisions had already
been made to proceed, but acknowledged the need for ongoing research
on school self-management. In Chapter 2 we review the model for self-
management as set out in The 'If-Managing School. We propose refine-
ments on the basis of our experience in several countries and the more
complex and challenging requirements for school management in the 1990s.
We note some criticisms of the earlier model and conclude the chapter by
referring to the strengths and limitations of models as a guide to practice.
In Chapter 3 we review the major features of what is now known about
leadership and offer generalisations for the guidance of leaders in self-
managing schools. This chapter serves as a framework or point of departure
for what follows in succeeding chapters which are concerned mainly with
strategies for leadership in the self-managing school.

Part B is entitled 'Leadership in the Self-Managing School'. Our
intention in Chapters 4 to 7 is to describe and illustrate approaches to
leadership in those aspects of the refined model which seem especially
important in the 1990s. Chapter 4 is concerned with cultural leadership
and the role of the leader in creating and sustaining a culture of excellence
in a self-managing school. Chapter 5 deals with strategic leadership and
provides a model for strategic planning, essentially a structure and a process
wherein strategic leadership can be exercised. We offer guidelines and
illustrations on how school leaders can work with others in the school
community to prepare and utilise a simple school development plan.
Chapter 6 is concerned with educational leadership and the particular ways
in which teachers, parents and others can play their part in achieving
excellence. The focus is on learning and teaching and outcomes for stu-
dents. Professional development is a primary consideration. Chapter 7
takes up the issue of responsiveness and deals explicitly with the demand
for accountability which characterises the delivery of public services in the
1990s. We outline ways in which a school can be accountable to its local
community and to society at large, without compromising the values
which drive the refined model for self-management.

Part C is entitled 'Transforming Our Schools'. In Chapters 8 and 9
we consider the means by which schools and school systems can be
transformed to achieve self-management. Chapter 8 focuses on school
systems and the role of leaders at the centre. We acknowledge the perils
of restructuring, and suggest ways in which resources can be allocated
more equitably among schools, the roles of teachers' unions can be changed,
a culture of service can be nurtured, and a more caring approach to system

23



An Updated Model for Self-Management

restructuring may be taken. We conclude in Chapter 9 with a vision of
the self-managing school as the century draws to a close. We sketch some
scenarios for what might transpire throughout the decade and conclude on
an optimistic note, reflecting our belief that leadership of the transforming
kind is required, and is available or can be developed.
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2 Updating the Model

The model we set out in The Self-Managing School has been the starting
point for our work in schools and school systems in Australia, Britain and
New Zealand and has attracted interest in other places. Our own in-
volvement in many projects and ongoing developmental work at Rosebery
District High School in Tasmania, which furnished the model in its original
form, have resulted in refinements and new insights as to how schools can
develop their own approaches to self-management and how they may be
supported in their efforts.

The purpose of this chapter is to provide a brief review of the model,
and the research and developmental effort which underpinned our work
and that of others who were involved in various implementation projects.
We then describe the refinements we have made to the model, noting the
particular contributions that others have made to our thinking, especially
in New Zealand where we have found the notion of a school charter to
be helpful in integrating a self-managing school's philosophy, mission,
vision and goals within a centrally determined framework of policies,
priorities and standards for accountability. Attention is then given to our
use of the word 'model' as far as its descriptive and prescriptive nature is
concerned, thus offering a guide to those who wish to make use of the
refined version. We do this after reviewing three critiques of the original
model.

Initial Research in the Effective Resource Allocation in
Schools Project: 1983

Rationale and general approach

The initial research in the Effective Resource Allocation in Schools Project
(ERASP) was described by Caldwell and Spinks, Caldwell, Misko, and
Smith and was summarised in The Self-Managing School.' The value of

II .11 a.)
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An Updated Model for Self-Management

ERASP was suggested by developments in Tasmania, Australia, where
schools have had, since the mid-1970s, a relatively high degree of respon-
sibility for allocating resources compared to their counterparts in mainland
Australia. The White Paper on Tasmanian Schools and Colleges in the
1980s had recommended an extension of this responsibility toward the
end of the decade.2 The introduction by the Government of Tasmania in
early 1982 of a form of program budgeting had implications for the way
resources were allocated within and among schools. In anticipation of
further change, the Education Department of Tasmania and the Centre for
Education at the University of Tasmania sought the support of the Com-
monwealth Schools Commission in a project for the professional devel-
opment of school administrators. Awareness of similar developments
in other places suggested its value as a Project of National Significance.
Support was received in the amount of $35,000, with the project com-
mencing on 1 December 1982 and concluding on 31 December 1985, with
reports of all stages published in 1986. A Steering Committee of five
people was established, these being nominees of the Director-General of
Education in Tasmania, the Director of Catholic Education in Tasmania,
the Commonwealth Schools Commission, the Australian Council for
Educational Administration and the Institute of Educational Administra-
tion. Director of ERASP was Brian Caldwell. Josie Misko, then Research
Fellow in Educational Administration at the University of Tasmania, served
as Project Officer.

The project was carried out in three stages: (i) a nation-wide survey
to determine the manner in which resources were allocated to schools, (ii)
case studies in two states Tasmania and South Australia of schools
where resources were seen to be allocated effectively, and (iii) the design,
writing and testing of an integrated comprehensh.: program for the de-
velopment of skills in school-based resource allocation.

In similar fashion to Peters and Waterman's In Search of Excellence:
Lessons from Anerica's Best Run Companies, a decision was made from the
outset to base books and other materials in ERASP on practice in highly
effective schools.' The strategy was to identify schools which were highly
effective in a general sense and in the manner in which resources were
allocated, with schools identified in both categories being chosen for detailed
study. Two issues had to be resolved in implementing this strategy for
research and development: first, which criteria would be used to identify
schools, and second, what the process of identification would be.

A comprehensive leview of literature associated with the effective
schools movement was undertaken to provide a list of characteristics of
highly effective schools. The limitations of this movement and associated
research were acknowledged. Literature related to the allocation ofresources
was also examined to identify characteristics of a high degree of effectiveness
in this area.

Limitations of time and other resources did not permit an empirical
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study based on the above characteristics. A decision was made to use a
modification of the so-called `reputational approach', with the people best
suited to judge the reputations of schools considered to be regional super-
intendents, regional directors, directors of primary and secondary education
for government schools, senior officers for systemic schools and Common-
wealth Schools Commission personnel for non-government schools. In
addition, it was decided to employ two different sets of judges: one set to
nominate schools on the basis of their general effectiveness and the other
to nominate schools on the basis of their effectiveness in resource allocation.
Those schools selected by both sets were included in the case study phase
of research.

The process of identification is illustrated here for government schools.
Those providing nominations were asked to read the relevant set of
characteristics and then nominate schools on the basis of their knowledge.
They were also asked to consider schools which had shown marked im-
provement in areas in which they had been deficient and to take account
of the location and socio-economic environment of schools. Each person
provided up to three nominations in categories which reflected differences
in terms of level of schooling, size, socio-economic setting and location.
Schools which were nominated by both sets of judges were considered
further, and those receiving the highest number of nominations were se-
lected for study, with these comprising seventeen government and sixteen
non-government schools in Tasmania and South Australia.

The case studies

Once schools had been identified, researchers visited schools and collected
information through interviews with principals, teachers, parents and, in
some instances, students. Interviews were semi-structured, with questions
related to the budgeting process, knowledge and skill required for effective
budgeting and problems encountered. Respondents were asked to identify
attributes of principals which made them effective in budgeting and
principals were invited to provide advice to principals new to the process
of budgeting. Respondents in non-government schools were also invited
to complete a comprehensive questionnaire. Case studies of varying length
were then written and validated by principals as far as factual accuracy was
concerned.

Findings for government schools

A detailed account of the findings Was provided by Mis!.o.4 The approach
to resource allocation at Rosebery District High School in Tasmania was
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selected for special consideration in the preparation of a training program
because (i) the school had received more nominations than any other in
the Tasmanian component of studies in government schools; (ii) the process
for resource allocation met in varying degrees all of the criteria for effect-
iveness, including an emerging, systematic approach to program evalua-
tion which was generally absent in other schools; (iii) the school council
had, by agreement with the principal, assumed a policy-making role within
a framework of state requirements; and (iv) a pioneering approach to
school-level program budgeting had evolved (government interest in pro-
gram budgeting had been a factor in the decision to conduct ERASP).

Professional development program

The final phase of ERASP was to design, write and test an integrated
comprehensive program for the development of skills in school-based
resource allocation. A preliminary analysis of key skills enabled project
staff to make a selection for consideration in such a program: an integrated
approach to school management linking policy-making, planning, bud-
geting and evaluating in a continuous cycle; management of change; man-
agement of conflict, including negotiation and building of consensus; and
selecting appropriate roles for staff and the community.

A four-day workshop was conducted in January 1984 based 11 the
aforementioned skills. A program budgeting focus was adopted, given
interest which prevailed at the time. Nine modules were prepared. Resource
people consisted of the Project Director, Project Officer, the principal
and two senior staff from Rosebery District High School, leaders from
two other schools and an officer from the South Australian Education
Department. Thirty-four people from Tasmania, Victoria and the ACT
participated in the program and gave high ratings in their post-workshop
evaluation.'

Development, Dissemination and Utilisation: 1984-86

The opportunity for immediate dissemination came with an invitation
from the Department of Management and Budget in Victoria .o conduct
training programs for principals and others in a trial and pilot of school-
level program budgeting. Brian Caldwell as Director of ERASP and Jim
Spinks, Principal of Rosebery District High School, worked under the
auspices of ERASP in this phase of the project. Materials were refined and
incorporated in a comprehensive training package. Details of this work
follow a description of the model for resource allocation which became
the centrepiece of the package.
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Figure 2.1. The Original Model for Self-Management
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ment Cycle'; B. Caldwell and J. Spinks (1988) The Self-Managing School, Lewes, Falmer Press,
p. 22.

The initial model for self-management

The model was essentially that found at Rosebery District High School in
the research phase of ERASP. As illustrated in Figure 2.1, the model has
six phases: goal-setting and need identification; policy-making, with policies
consisting of purposes and broad guidelines; planr.ing of programs; pre-
paration and approval of pi lgram budgets; implementing and evaluating.

The cycle is similar to others which may be found in general texts on
management and administration. The special contribution which it makes
is based on three characteristics: (i) the clear and unambiguous specifica-
tion of those phases which are the concern of the group responsible for
policy-making in the school (`policy group') and of other phases which are
the concern of groups responsible for implementing policy (`program
teams'), (ii) a definition of policy which goes beyond a statement of general
aims or purposes but is not so detailed as to specify action it provides
a brief statement of purpose and a set of broad guidelines, and (iii) it
organises planning activities around programs which correspond to the
normal patterns of work in the school.
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The distinction between 'policy group' and 'program teams' provides
the framework for a collaborative approach to school management, hence
its original designation as the Collaborative School Management Cycle.
The people who constitute the policy group vary according to the setting.
Where the wider community is not involved, the policy group may be the
principal alone, the principal and senior teachers, or the principal and
senior teachers with advice from other teachers and members of the school
community. There may, in some instances, be different policy groups in
the school, each addressing different sets of issues.

The activities of the school associated with learning and teaching and
which support learning and teaching are divided into programs. The policies
and priorities set by the policy group shape the planning of these programs
by members of the program teams who will be teachers in most instances.
Program teams are responsible for preparing a plan for the implementa-
tion of policies related to their programs and for identifying the resources
required to support that plan. A program plan and the proposed pattern
for resource allocation together constitute a program budget.

While program budgets are prepared by program teams, they must
be approved by th- policy group; they must reflect the policies and pri-
orities established earlier by that group. Following implementation by
program teams, the evaluating phase is again a shared responsibility, with
program teams gathering information for program evaluation and the policy
group gathering further information as appropriate to make judgments on
the effectiveness of policies and programs.

In general, then, referring again to Figure 2.1, the policy group has
responsibility for those phases which are emphasized in black largely
those above the diagonal line while program teams work within a
framework of policy to take responsibility for the remaining phases
largely those below the diagonal line. It is important to note that while a
clear distinction is made between the responsibilities of the policy group
and program teams, there will, in fact, be a high degree of overlap as far
as personnel are concerned and a continuing, high level of formal and
informal communication. The principal and some teachers will, for exam-
ple, be members of the policy group and program teams where the policy
group is a school council or board of governors which includes repre-
sentatives of teachers. The policy group may frequently depend on the
principal and program team for the development of policy options. Illus-
trations and guidelines for each phase of the model are contained in The
Self-Managing School.

Adoption in Victoria

Caldwell and Spinks conducted seminars from 1984 to 1986 for more than
5000 principals, parents, teachers and students from about 1100 of 2200
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schools, with senior officers in the regions of the state conducting others.
A subsequent study found that 71 per cent of schools had made a decision
to proceed, with the majority of schools making progress on one or more
phases.6 During this three-year consultancy it became apparent that the
Collaborative School Management Cycle provided a helpful framework
for other initiatives in Victoria, especially for schools in the School Im-
provement Plan and for the implementation of government policy on
school councils. In the final year of this consultancy the various materials
were refined and published as a book by the Education Department of
Tasmania,' with a multi-media implementation kit also prepared as a guide
to adoption.

Further Research: International Comparative Studies
1986-88

An international comparative study of emerging patterns in management
in education was undertaken by Caldwell in 1986-88, with information
collected in visits to Britain, Canada and the United States. It became
apparent that the materials and other insights which resulted from ERASP
matched needs for professional development in a number of countries.
The common thread in all of these developments was the shift of power
to make certain kinds of decisions from a central authority to a school. In
each instance the school continued to work within a framework of legis-
lation, policies and priorities determined by the central authority. These de-
cisions were mainly concerned with the allocation of resources, in the
narrow financial sense in all instances, but often in the broader sense in the
areas of curriculum, personnel and facilities. In general, the intention was
to foster a measure of self-management in the school within a centrally
determined framework.

The concept of 'self-management'

The concept of 'self-management' proved helpful in describing the capacities
required at the school level in these countries. A self-managing school was
defined as one for which there has been significant and consistent de-
centralisation to the school level of authority and responsibility to make
decisions related to the allocation of resources, with resources defined
broadly to include matters related to curriculum, personnel, finance and
facilities, in a system of education having centrally determined goals, prior-
ities and frameworks for accountability. The concept of self-management
is thus more constrained than concepts like self-government or self-
determination; the intention is not the privatisation of public education.
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Development, Dissemination and Utilisation: 1988-91

Materials and publications from ERASP were revised in 1987 and 1988 to
take account of emerging patterns and the concept of 'self-management'.
The earlier book was revised and published as The Self-Managing School.
A chapter containing an international comparison of trends was added and
new perspectives on leadership and school culture were incorporated. Apart
from minor changes in terminology to suit the international setting, the
descriptions, illustrations and guidelines for the Collaborative School
Management Cycle remained unchanged.

National and international interest in the model has increased signifi-
cantly since the publication of The Self-Managing School. In Australia, there
have been consultancies in the Australian Capital Territory, New South
Wales, Northern Territory, Queensland and Western Australia where a
range of initiatives in self-management had been taken. We have been
directly involved in change in Britain and New Zealand, largely through
extended consultancies in which we were invited to introduce practitioners
to the model for self-management and to advise senior officers at the
system level on elements in the framework within which schools will be
self-managing.

Jim Spinks' work has been mainly in the form of consultancy, visiting
Britain on three occasions from 1988 to 1990 for a total of nearly twelve
months of training programs for officers, governors, principals and teachers
in more than one-third of the local education authorities. He also worked
with about ten thousand parents, principals and teachers in an extended
consultancy throughout New Zealand in 1989. Brian Caldwell undertook
a study of emerging patterns in the management of education for OECD
and completed several consultancies at the system and school levels in
Australia and New Zealand. We both studied at first hand some key
developments in other countries, notably Canada and the United States.
We have, throughout this time, monitored the way in which practitioners
have utilised the model for self-management. Jim Spinks remained prin-
cipal at Rosebery throughout this eight-year research, development and
dissemination effort, except in 1991 when he became Superintendent
(School Self-Management) in the Department of Education and the Arts
in Tasmania during which time he assisted in the development of a central
framework for school self-management and conducted training programs
for principals, parents and others around the state. Refinements in the
model, as published and advocated in professional development programs
and related work, reflect changes in approaches to management which
have occurred at Rosebery as well as what has been learned from the
national and international consultancy effort. Spinks became Principal of
Sheffield District High School in 1992.
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Figure 2.2. The Refined Model for Self-Management
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The model has been refined in a number of ways as illustrated in Figure
2.2. There are several noteworthy features: a broadening of the context for
policy-making, planning and evaluation to take account of a school's
culture, mission and the centrally determined framework; a more explicit
acknowledgment of the impo-tance of strategic planning and the incor-
poration of related guidelines; and a change in terminology and approach
to highlight the centrality of curriculum and learning in approaches to
self-management.

3:1



An Updated Model for Self-Management

Broadening and specifying the context for self-management

The earlier version suggested that policy-making and planning should
occur in the context of the goals and needs of the school. While we ac-
knowledged its existence, we believe it is helpful to show the centrally
determined framework as an element in the model.

We also acknowledged the importance of a school's culture, especially
in relation to the role of the leader, but have been impressed with the
increasing body of evidence which points to its importance in shaping
what occurs in ordinary day-to-day activities. As a consequence, we believe
that it is also necessary to include culture as an element in the model and
to provide guidelines for the role of the leader in creating and sustaining
a strong culture.

Two other concepts are helpful in completing the context for self-
management: mission and vision. We highlighted the latter in referring to
the role of the leader but feel it is as important as the concept of culture
in shaping what occurs in the school. Taken together, the context for self-
managt_ ment is determined by the centrally determined framework and
the culture, mission, vision, goals and needs of the school and its com-
munity. We have found the notion of a school charter, as pioneered in
New Zealand, to be a helpful way of integrating these concepts. We will
develop this notion and offer a glossary of terms in the section which
follows this overview of the refined model. In Chapter 4 we focus on the
leader's role in creating and sustaining a culture of self-management.

The importance of strategic planning

While priority setting was included in the earlier model, we have now
made explicit the importance of the school having a management strategy
and development plan. A school development plan is not a long-term plan
in the sense that a relatively immutable document is produced which covers
the next three to five years. Such approaches are of little value given the
pace of change (if, indeed, they were ever of value). We are referring
instead to a relatively concise statement of priorities and strategies to guide
annual operational planning which is constantly reviewed to take account
of strengths, weaknesses, opportunities and threats which continuously
ari., in the school's external and internal environment. Strategic planning
is a means to help the school manage effectively in an era of continuous
and often turbulent change.

In Chapter 5 we adapt the work of Bryson in offering a model for
qrategic planning in the self- managing school.' The role of the leader is
described in sonic detail, with illustrations from several settings. Guide-
lines for action arc provided.

Idken ingether. referring to Figure 2.2, tli renir,il fi-dinwork, charter,
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policies and development plan provide a three to five year management
strategy for the school. In other words, a preferred future in terms of
educational outcomes is identified and a rationale for desired change is
established. Furthermore, a pathway to the preferred future is outlined in
terms of activities to be carried out and time frame to be observed. The
three to five year management strategy provides the basis for the annual
management cycle which readers will recognise as the essence of the original
model for school self-management as illustrated in Figure 2.1.

The management strategy, particularly the central framework and
charter, also provides the basis for accountability. In essence, the charter
articulates the intentions of the school as far as educational outcomes for
students are concerned, thus suggesting criteria for evaluation and monit-
oring and facilitating accountability to both the government or central
authority on the one hand and the local community on the other.

The relationship between the three to five year management strategy
and the annual management cycle, and its implications in respect to ac-
countability, are highlighted in Figure 2.2 by the broad arrows. That
above the circle labelled 'evaluation and review' indicates that information
arising from this process may be utilised in a review of the charter, policies
and the development plan. It will also be utilised in reports to the central
authority and local community as requirements for accountability are
addressed. The issue of accountability is taken up in Chapter 7 in the
context of what we describe as responsive leadership. The broad arrow
above the circle labelled 'annual priority setting' indicates that these arise
from the central framework, charter, policies or the development plan.

Sharpening the focus on curriculum and learning

The refined model as illustrated in Figure 2.2 makes clear that the focus
of self-management is on curriculum and learning. Phases in the cycle
labelled as planning, implementing and evaluating in the original model
are now labelled curriculum design, curriculum delivery, learning and teach-
ing, and evaluation and review.

These refinements are more than cosmetic. Practice in the self-
managing school reflects the trends outlined in Chapter 1, especially those
concerned with 'an unparalleled concern for a quality education for each
individual', 'the basics in education . . . include problem-solving, creativity
and a capacity for life-long learning', and 'an expanded role for the arts
and spirituality . .. [and] .. a high level of"connectedness" in curriculum.'
Essentially these trends mean that schools must design Ind deliver a broad
curriculum to meet the needs of all of its students and achieve some measure
of coherence and connectedness in a time of continuous change. They
mean that the most important management activities are concerned with
curriculum and learning and the support of curriculum and learning.
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While patterns vary among countries with which we are familiar, it
is clear that trends to self-management are accompanied by a heightened
concern for these phases of the model. Perhaps the most comprehensive
response has been in the United States where school-based management is
seen as an aspect of the so-called restructuring movement, with efforts to
improve curriculum and learning and to make reforms to the profession
of teaching being a highlight.9 We take up these matters in Chapter 6 in
the context of educational leadership.

There is general concern too about the evaluation phase of the model.
We found very few schools engaging in systematic approaches to program
evaluation, despite the rhetoric of accountability and the practice of or
planning for state or national testing programs in some countries. These
aspects of the centrally determined framework are now at centre stage so,
in the refined model, we take up the manner in which school-based pro-
gram evaluation can be integrated with requirements for system level
accountability. Addressing the twin concepts of responsiveness and ac-
countability is our major concern in Chapter 7.

The School Charter: A Unifying Concept in
Self-Management

The simultaneous shifts toward centralisation of some decisions (centrally
determined goals, policies, priorities and frameworks for accountability)
and decentralisation for others (school self-management, especially in
matters related to the allocation of resources and the empowerment of the
school community) often result in confusion among those who are at-
tempting to exercise leadership at different levels of schools and school
systems. How can apparently contradictory requirements be reconciled?
Within each level of the school system there is a bewildering array of
expectations as far as statements of mission and vision are concerned. Are
these any more than management jargon, initially having a religious or
spiritual connotation, borrowed by business and now to be slavishly fol-
lowed in the educational setting? How are these helpful in matters related
to learning? What should be made of the recent interest in the culture of
the school? Will the call to nurture the culture of the school be yet another
distraction for educational leaders?

We believe that all of these developments have the potential to make
a contribution to the quality of education in a self-managing school but
agree that there is considerable confusion, caused in part by the jargon
which has been borrowed so freely from other settings. There is a need for
clarification of concepts and integration of processes, with these incor-
porated in the refined model for self-management in a way which makes
good educational sense.

We address these requirements in this section of the chapter, choosing
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as our fntegrating device the notion of the school charter as it was pioneered
and developed in New Zealand in the reforms which followed the adoption
by government of the major recommendations in the Picot Report.

Clarifying the concepts

The first task is to clarify the somewhat bewildering array of concepts
which provide the framework or organisational context for self-manage-
ment. What follows are some definitions which we have found helpful,
acknowledging that others have offered alternative meanings in some in-
stances. We note, for example, that words like 'mission' and 'vision', and
'goals' and 'objectives', are often used interchangeably. Our definitions
suggest a kind of hierarchy in the sense that the overarching concept is
mission, which is given expression from time to time in a vision for the
school which, in turn, may incorporate various goals and objectives. Frame-
works for action are provided by policies which are then implemented
through plans and procedures, and so on. It may be helpful to see these
concepts in hierarchical form but there are strong interrelationships. As-
sumptions, values and beliefs about education and schooling pervade all.

The mission of the school is its purpose for existence in a particular
community. A statement of mission usually includes major beliefs about
the particular kind of schooling to be offered and the broad goals which
will give shape to its program. It will preferably contain some words
which establish its context, noting particular characteristics and educational
needs of the community in which it is located. Mission statements come
in various forms but in our view are best expressed concisely, in less than
one hundred words, so that they can be reproduced easily to provide a
focus of attention in important documents and at times and places which
will gain the interest of all in the school community.

A vision is a mental picture of a preferred future for the school. Taken
in its literal sense, those who hold a vision for the school are carrying
around in their minds, and are able to give expression to, an image of the
way they would like the school to be at some time in the future. This
image will be relatively explicit, with mind and word pictures of what
students will be engaged in, what their accomplishments will be, what re-
sources have been acquired, how those resources will be deployed, what
processes of learning and decision-making will occur, how particular needs
and problems currently experienced will be addressed. A vision will be
consistent with the mission of the school and, given its relatively explicit
nature, will frequently incorporate some objectives to be attained. While
the mission of a school may remain unchanged from year to year, visions
may be reformulated as particular objectives are achieved or new opportun-
ities (or threats) arise. Visions are often expressed in written form and in
this respect seem indistinguishable from statements of mission. In that it
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is intended to be unifying and inspiring, a vision for a school may be
expressed best in oral or artistic form.

Underpinning the mission, vision and other concepts described below
is the philosophy of the school. The philosophy of the school is the set of
assumptions, values and beliefs about such matters as the nature and purpose
of education and schooling, including approaches to learning and teaching
and the ways in which members of the school community shall relate to
one another and make decisions.

A goal or airn is a statement of broad direction, general purpose or
intent; it is general and timeless and is not concerned with a particular
outcome at a particular time. Goals may be established for the school as
a whole or for particular aspects of the school program. Goals may give
some sense of direction to the broad statements of belief about schooling
which are contained in the philosophy of the school. They alsp provide a
means of specifying the mission or vision for the school and may be
incorporated in statements thereof.

An objective is a statement of outcome, often expressed in measurable
terms, which is to be achieved in a particular period of time. It may be
appropriate to specify one or more objectives in a statement of vision for
the school.

A need exists when 'what is' falls short of 'what should be' as far as
inputs, processes and outcomes are concerned.

A policy is a set of guidelines which provides a framework for action
in achieving some purpose on a substantive issue. The guidelines specify
in general terms the kind of action which will or may be taken as far as
the issue is concerned: they imply an intention and pattern for taking
action, providing a framework, often with some basis for discretion, within
which the principal, staff and others in the school community can dis-
charge their responsibilities with clear direction. Policy statements will
invariably reflect the beliefs and values held about schooling and may
provide a framework for addressing goals and achieving objectives.

A program is an area of learning and teaching, or an area which supports
learning and teaching, corresponding to the normal pattern of work in a
school. Programs will invariably reflect the mission, vision, philosophy,
policies and priorities.

The priorities of the school are orders of importance, need or urgency
which are established from time to time among goals, programs and
policies.

A rule or regulation is a statement which directs action, usually speci-
fying who is responsible for implementing a policy or program. A procedure
is a further specification of who does what, how and in what sequence, in
the implementation process. Some rules and procedures may be mandatory,
that is, they specify what action shall occur; others may be discretionary,
specifying what action may occur.

A plan is a specification of what will be done, when it will be done,
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how it will be done and who will do it. Policies are usually addressed by
preparing plans for their implementation. Plans will usually incorporate
procedures. There are different kinds of plans in a school, including de-
velopment plans, curriculum plans, program plans, learning plans, in-
structional plans and financial plans (budgets).

A development plan, often described as an improvement plan or a
strategic plan or a corporate plan, is a specification in general terms of
priorities to be addressed, and of strategies to be employed in addressing
those priorities, as the school seeks to achieve multiple objectives over a
number of years. A development plan, along with the charter and policies
of the school, is an outcome of three to five year strategic management as
illustrated in the refined model for self-management in Figure 2.2. The
development plan calls for the exercise of strategic leadership in a process
of strategic planning in the manner described and illustrated in Chapter 5.

A budget is the financial translation of an educational plan, usually
containing estimates of expenditure and forecasts of revenue.

Evaluation is the gathering of information for the purpose of making
a judgment and then making that judgment. In addition to evaluation for
the purpose of making judgments about the progress and achievement of
students, evaluation in a self-managing school is concerned with gathering
information to make judgments about the extent to which visions have
been realised, progress toward goals has been made, needs have been
satisfied, priorities have been met, policies have been implemented, and
resources have been allocated with efficiency and effectiveness.

Over time the ways in which things are done in a particular school
fall into a pattern and the school's culture starts to emerge. Expressed
simply, the culture of the school is 'the way things are done around here'.'°
Culture has intangible manifestations: the assumptions, values and beliefs
which constitute the philosophy of the school. The tangible manifestations
of culture may be found in the various words (oral and written), behaviours
and materiel. The various concepts we have defined thus far are among
the tangible manifestations of a school's culture but the most important
are behaviours as reflected in rituals, ceremonies, approaches to learning
and teaching, indeed, in the ordinary day-to-day activities which make up
the life of the school. Culture develops over time and is a more pervasive
and enduring phenomenon than school climate which can be relatively
transient in nature. How a culture may be created and sustained is considered
in Chapter 4 where particular attention is given to the cultural aspects of
a leader's role in a self-managing school.

The school charter

We have indicated our belief that a school charter, along the lines pioneered
in New Zealand, is a helpful device for integrating concepts such as those
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listed above, especially at a time when trends of a centralising and de-
centralising nature may appear confusing and contradictory.

A school charter is a document to which both government and school
policy group (council, board) have given their assent, containing a summary
of the centrally determined framework of priorities and standards; an out-
line of the means by which the school will address this framework; an
account of the school's mission, vision, priorities, needs and programs, to-
gether with an overview of the strategies which will be followed in address-
ing them; reference to key decision-making processes and approaches to
program evaluation; all reflecting the culture of the school and an intended
pattern of action in the medium to longer term. Once approved, the
charter becomes the basis for allocating resources and monitoring outcomes.

School charters are most relevant to government schools or systems
of non-government schools. To some extent they are also relevant to non-
systemic non-government schools in receipt of government grants and
to schools which, in other ways, are accountable to a central authority. A
well-established, truly independent school may not need a charter along
the lines we have described here: its articles of incorporation and whatever
documents have proved helpful in the management of the school in the
past may be all that is required.

It is difficult to formulate a concise set of guidelines for the preparation
of a school charter since such a document is itself an amalgam of different
documents or excerpts thereof. The following may be helpful for schools
and school systems which would like to adopt the approach.

1 The school charter should be about five pages in length.
Consistent with guidelines we have offered in The Self-Managing School
(no policy should exceed one page, no program plan and budget should
exceed two pages, no report of a program evaluation should exceed two
pages), we suggest a document which is relatively easy to write and easy
to read, expressed in language which is readily understood by all in the
school community. Detailed specifications are not required. Concise
statements can be organised under headings such as mission, vision, goals,
needs, priorities of government, priorities of the school, strategies for
addressing priorities, approaches to decision-making, and approaches to
program evaluation, including indicators related to specified objectives.

2 Guidelines for policy-making may be followed in the for-
mulation of the school charter. If all components of the charter have
already been determined, are located in different documents and are non-
contentious, then the policy group for the school may designate one person
or a small group to draft the charter, circulate it for critical reaction, make
refinements on the basis of response, and then present the final draft to the
policy group for consideration and approval. Where key documents or
aspects of key documents are contentious, then the policy group should
establish one or more working parties to gather information and prepare
options along the lines ontained in the model for policy-making set out
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in Chapter 6 of The Self-Managing School. Different options may be dis-
cussed by the policy group with a view to building consensus and sub-
sequent adoption.

3 In systems of government and non-government schools
where centrally determined frameworks must be addressed in the
school charter, there should be ongoing consultation with system
officers to ensure that the framework is addressed in appropriate
fashion. The intention here is to ensure that the school charter, once
adopted by the school's policy group, will be readily ratified by the central
authority. For this aspect of the process, as well as in the internal processes
at the school level, the criteria for involvement are defined by the key
questions: 'who has an interest?' and 'who has a stake in the outcome?'

4 Once assent is given by the central authority and the school
policy group, the charter should be printed in attractive, easy-to-
read form and made available to all staff and members of the policy
group, and to others in the community upon request. Like the
policies and plans of the school, the school charter is intended to be a
dynamic and useful document. In a system of schools it may be the basis
for allocating resources to the school and the first point of reference in an
external review. Within the school the charter should also be a widely
used reference during the different phases of the model for self-manage-
ment as illustrated in Figure 2.2.

5 Procedures should be established for the review of the school
charter. In a system of schools it is likely that the term of a school charter
will be specified; for example, there may be provision for review every
three years. This term may coincide with the cycle for external review
where these occur. In general, however, it is suggested that the school
charter should be a relatively stable document, unlike the develop plan
which should be the subject of regular review and refinement along the
lines set out in Chapter 5.

Appraising the Model for Self-Management

So far this chapter has presented the broad outline of the refined model for
self-management. In summary, it contains two broad activities: three to
five year strategic management and annual management. The first is ac-
commodated in three kinds of documents: (i) the school charter, which
takes account of the centrally determined framework, mission, vision,
goals, needs and priorities, although it may address other matters such as
key policies, strategies and plans for evaluation; (ii) policies; and (iii) the
development plan. The second contains the six phases of the refined an-
nual management cycle: (i) annual priority setting, selecting matters for
attention in the year ahead from among the policies and development plan
for the school; (ii) curriculum design; (iii) planning for curriculum delivery;
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(vi) the preparation and approval of plans for resource allocation, (v) the
implementation of learning and teaching programs; and (vi) evaluation
and review. We have endeavoured to provide an even sharper focus on
curriculum and learning. As in the original model, there are clearly defined
roles for the policy group and program teams, with processes which call
for a high degree of involvement according to interest and stake in the
outcome of decisions. Guidelines for policy-making, planning and
evaluation were contained in The Self-Managing School along with a guide
to the management of conflict in the self-managing school. We provide
guidelines for the refinements to the model in the remaining chapters of
this book, giving particular attention to creating and sustaining a culture
of self-management in Chapter 4, strategic leadership in Chapter 5, edu-
cational leadership in Chapter 6 and responsive leadership, including ac-
countability, in Chapter 7.

We have worked in a variety of settings in several countries since
1984, first with the original model and now with the refined version. We
have learned something of its robustness. We have read with interest the
critical commentaries which have appeared in reviews and in more sub-
stantive treatments in books and journals. What follows is a summary of
these self-appraisals and critiques, together with some reflections on the
nature of models drawn from the theoretical literature.

What we have learned about the model

We invariably encountered a favourable reaction to the model in the
workshop setting when participants were in the early stages of system-
wide adoption of approaches to self-management. The model seemed to
integrate and organise a number of activities which were already in train.
The guidelines were helpful in suggesting approaches to activities which
were foreshadowed for the months to follow. Participants gained confid-
ence that self-management was feasible and that the different partners in
the enterprise principals, teachers, parents, students and others in the
school community could play their part. Distinctions between policy
group and program teams proved helpful. All seemed reassured with the
time-line for adoption, which we set in the range of three to five years.

When we met with many participants in follow-up workshops or
during site visits, we noted that an extraordinary array of variations to the
model had been developed. We have seen scores of diagrams which differ
in locally important ways from the illustrations which appear in Figures
2.1 and 2.2. Furthermore, there seemed to be no best point of entry to the
model. Some schools initially made changes to their budgeting processes
while others began a systematic approach to the formulation of policy.
Some were not ready to start until some form of program evaluation had
been undertaken. In general, we observed the process of 'mutual adaptation'
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which is typical of adoption of an innovation:" practices at the school
level were changed with the assistance of a local adaptation of the model
as originally presented in workshops or through reading in The Self-
Managing School.

We soon felt the need to refine the model to help schools cope with
the accelerating rate of system-initiated changes. We were aware of only
a few schools which regarded adaptation of the model as a major or
burdensome change in its own right. Most seemed to be using it as an aid
to coping with continuing changes of the kind outlined in Chapter 1. This
accounts for the addition of three to five year strategic management. We
also noted some confusion about the use of terms like 'mission' and 'vision'
as well as with the apparently contradictory trends of a centralising and
decentralising nature. We were impressed with the notion of the school
charter along the lines outlined in the previous section of this chapter and,
accordingly, incorporated it in the refined model. At the most funda-
mental level, however, we appreciated what so many have observed, that
the restructuring of schools and school systems and the adoption of broad
frameworks for self-management will, of themselves, have little effect
unless the focus of effort is on the classroom and on approaches to curric-
ulum and learning. This has been one of the major developments at
Rosebery District High School in Tasmania, which has furnished the
prototype of the model, and we note the special attention being given to
these matters in reforms elsewhere, especially in the United States.

The critiques of others

Setting aside what has been written in reviews, we have been interested in
substantive critiques which have appeared in journals or books. A number
of these refer to the model in connection with efforts to restructure schools
through approaches such as the local management of schools or school-
based management. For example, in their recent book on school finance
in the United States, Swanson and King describe and illustrate approaches
to school-based management (SBM) and report that 'Of all the models for
implementing SBM, we are most impressed with one developed in Aus-
tralia.'12 They provide a relatively detailed explanation of the model.

In this section of the chapter we refer to three critiques which take
issue with various features of the model. The first appeared in Cohn Marsh's
book on school improvement where he included the model among several
which might guide the efforts of practitioners." He classifies the model as
having a primarily technological orientation as opposed to political or
cultural. While recommending the model, he notes what he perceives
to be shortcomings, including an undue separation of policy groups and
program teams, a lack of detailed attention to the role of parents, its
apparent reliance on a strong principal which may have both positive and
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negative consequences as far as staff initiative is concerned, its overemphasis
on the financial aspects of planning, its demanding nature, and its apparent
dismissal of 'the spontaneities, wide-ranging discussions, outbursts and
arguments that so often occur in schools'."

We believe these to be constructive comments, identifying areas for
vigilance in the implementation or adaptation of the model rather than
constituting shortcomings in the model itself. We offer two observations.
First, we were conscious in our first book that we should address the
needs of principals and others in school systems which had no provision
for school councils and other systematic approaches to securing the in-
volvement of parents. We gave less attention than we would wish to the
role of parents. As described in Chapter 1, the number of school systems
without a framework for parental involvement is now negligible and the
evidence for the positive impact of parental involvement is mounting.
Second, we have been pleased to note that adoption of the model for self-
management seems to have been accomplished with the empowerment of
staff. While strong, charismatic principals have been evident in many in-
stances, we have also sensed that many with a less visible approach to their
role have been energised by a systematic approach to management which
empowers others.

Brown expressed two concerns about the model in his study of de-
centralisation and school-based management.15 One was related to the origin
of the model itself, appearing to be based largely on practice in one school
in Tasmania and on the experience of the authors in consultancy work as
they assisted schools and school systems in the implementation of the
model. While the various elements of the model were demonstrated more
comprehensively at Rosebery District High School than in any other school
at the time, we draw attention to the research in the Effective Resource
Allocation in Schools Project, summarised earlier in the chapter, which
furnished evidence in effective schools of systematic approaches to man-
agement of the kind contained in the model. Rosebery supplied illustra-
tions of the model for the developmental efforts in different places. As
we have noted elsewhere, we have seen countless variations of the way in
which the model has shaped management practice in different schools. In
our current book we have made refinements to the model based on the
context of the 1990s and on what we have learned from more extensive
work in different countries. We provide few illustrations from Rosebery,
preferring to generalise wherever possible. A second concern expressed by
Brown, noted also by Glatter in a review of the earlier book,t6 was the
effort we made to delineate the benefits of the model. We recorded what
had been the experience at Rosebery and in other schools where we were
able to observe what had occurred. We attempted to address some of the
problems and concerns which had been expressed by those who were
adopting or adapting the model, having recorded these in systematic fashion
throughout our consultancy in Victoria. Our further work has led to
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refinements of the kind set out in this chapter. In general, however, we
draw attention to the fact that the essence of the model is really a fairly
straightforward if not standard management cycle which can be imple-
mented in countless ways. Brown's comments and those of Corson below
raise the important issue of the nature of models and we return to this at
the end of the chapter.

Corson offered a powerful critique of the policy-making phase of the
model, questioning why we selected three in proposing the number of
policy options a working party dealing with a contentious policy issue
might explore, noting that policy-makers might overlook more suitable
options, and pointing out that our criteria for selecting a preferred option
(desirability, workability and acceptability) have not been operationalised
in the school setting." He concludes that this phase of the model offers no
advance over a commonsense approach.

As with the critique of Marsh, we see Corson directing our attention
to the shortcomings of an unnecessarily rigid use of the model. We proposed
at least three options, rather than the fixed number of three, but would
expect that working parties will identify as many as seem necessary to
reflect the interests, preferences and expertise of those from whom in-
formation is gathered. We have found in our workshops and from accounts
of practice that those involved may sift through dozens of possibilities,
quickly and orally in some instances, before settling on whatever number
of options are presented to the policy group. Thz procedures we recom-
mend for the regular evaluation of policy should enable 'errors' to be
rectified. The criteria of desirability, workability and acceptability must,
of course, be operationalised, and the particular matters to be taken into
account and their relative weighting will vary from issue to issue and
setting to setting, calling for a degree of judgment and sensitivity which
makes the model more than a technological shell.

These critiques focus attention on the limitations of the model for
self-management. To place these in perspective we turn finally in this
chapter to some of the theoretical literature on models.

Reflections in the light of the theoretical literature

Dye defined a model as 'a simplified representation of some aspect of the
real world' and proposed six criteria for appraising the utility of a model:
capacity to order and simplify, identification of significant features, con-
gruence with reality, communicative power, explanation of a total process,
and a basis of enquiry and research."' It seems that the model for self-
management generally satisfies these criteria.

Interestingly, although derived from case studies of practice in schools
nominated as effective and then refined in the light of observation, experi-
ence and new contextual factors, the model was usually received by the
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practitioner as theory. The task as perceived by the practitioner was to
make this theory practical.

Sergiovanni and Starratt drew attention to the limitations of models
and the role of model-builders:

The real 'culprits' . . . may not be the theorists and researchers but
the educational synthesisers and model-builders. The synthesisers
and model-builders are less concerned with creating new know-
ledge, focusing instead on integrating and developing knowledge
into broader forms and arrays which can be more directly applied
to practice.'9

In a critical comment on models for supervision, Sergiovanni and Starratt
asserted that 'when proposed and marketed as truth and prescribed . . . as

a one best way to achieve, they are likely to be ill-fitting to the realities
of practice.' They proposed that models be viewed as ways to think about
practice, providing 'frames for understanding the problems professionals
face'. Models, they believe, 'are not true with respect to telling the pro-
fessional what to do but are useful for informing the professional's
judgement, guiding the decision-making process, and making professional
practice more rational. "' -"

Sergiovanni and Starratt summarise what we believe the refined model
for self-management should be as far as its contribution to practice is con-
cerned. Their view coincides with our own observations about the way
in which the model has been utilised and accommodates the helpful com-
ments of those who have written about it.

The stage is now set for a more detailed exploration of the refined
model in Chapters 3 to 7, commencing with an examination of what we
now know about leadership. We undertake this exploration in the hope
that we will indeed make the contribution described above, that is, that
we may inform judgment, guide decision-making and make professional
practice in self-management more rational.

46



ry

3 What We Now Know about
Leadership

It is clear that special kinds of leaders and leadership are required for
school self-management, both at the system level and at the school Joel.
For example, there is no place for an autocratic leader who is unwilling to
empower others; in a self-managing school, leadership pervades the school
community. Leadership is exercised within the policy group where there
may be a number of working parties, within program teams, and within
organisations of teachers, parents and students. This widely dispersed
leadership is, of course. in addition to that exercised in the course of day-
to-day activities in the classroom and around the school.

There have been major advances in knowledge about leadership during
the last ten years which, in very important respects, confirm key elements
in the model for self-management, including those concerned with em-
powerment and dispersed leadership. There is now a rich bud) of
knowledge to guide professional practice and it is the purpose of th.s
chapter to highlight some of the major concepts, perspectives, genetal-
isations and theories which are relevant to leadership in a self-managing
school and, at the central level, where the intention is to create and sustain
a system of self-managing schools. The chapter includes six key guidelines
Allich reflect what we now know about leadership in the self-managing
school from recent research and from our direct observation and experience.
Brief illustrations are provided throughout; more arc pro idcd in chapters
which follow. We conclude the chapter with an examination of what tie

consider to be the 'core' role for leaders in self-managing schools, namely,
the exercise of educational leadership.

Leaders and Leadership in the Self-Managing School

Iwo key questions should be addressed at the outset. Who is a leader?
What does such a pc son do to exercise that which we all leadership;
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Definitions abound in the literature but, as Duke observed, 'Leadership
seems to be a gestalt phenomenon; greater than the sum of its parts.''
Dubin's definition of leadership dealt only with 'the exercise of authority
and the making of decisions';' Fiedler was concerned with the leader as
'the individual in the group given the task of directing and coordinating
task-relevant group activities';' Stogdill referred to 'the process of influ-
encing the activities of an organised group toward goal setting and goal
accomplishment';4 Pondy described 'the ability to make activity meaning-
ful . not to change behaviour but to give others a sense of understanding
of what they are doing'.' Each cc. -ibutes to the gestalt but is limited in
its own right, as indicated by some of thc key phrases: exercise of author-
ity (Dubin), task of directing (Fiedler), influencing the activities (Stogdill),
make activity meaningful (Pondy). We take the view that each reflects a
facet of what different people called leaders do in different settings under
different circumstances.

This view of leadership as a gestalt phenomenon seems appropriate as
far as leadership for self-management is concerned since it is consistent

tth the notion of leadership which is widely dispersed in the school
community. Some leaders are indeed exercising their formal authority and
making decisions (principals). Others may he directing and coordinating
the work of others (bursars). There may be many who have no formal
authority but are fulfilling the expectations of a group or are exercising
responsibility on behalf of a group (coordinators of program teams). Others
may not have formal or informal authority but are able to influence collea-
gues through their technical, human or educational expertise (members of
working parties or program teams), Many may be invaluable in that they
help members of the group make sense of what they are doing, this being
critical in times of continuing change, turbulence and uncertainty: 'Why
do we have to change directions yet again?' 'Wouldn't it he easier if they
simply told us what to do 'Why involve parents when they don't really
know very much about this issue ?' How will this improve the quality of
learning in the school?'

A similar analysis may be made of leaders at the system level. in
relation to the particular aspects of their work which relate directly to the
notion of self-management, we would highlight especially those facets
which are concerned with the influence of activities and helping others
make sense of the changes which arc occurring in the system: 'Why, are we
giving up responsibility in these areas?' 'Why decentralise when those in
schools don't have the expertise or experience to make these kinds of
cleckions?' 'Where is the e% iduice that v. hat t. e are doing is likely t()
improve the quality of learning in our schools?'
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Attributes of the Leader in a Self-Managing School

Research over the years has not yielded a consistent set of findings about
the personal attributes of leaders. Stogdill synthesised the findings of recent
research and found a number of traits which consistently characterised
effective leaders. These included a sense of responsibility, concern for task
completion, energy, persistence, risk-taking, originality, self-confidence,
capacity to handle stress, capacity to influence, capacity to coordinate the
efforts of others in the achievement of purpose. These findings were general
across many fields and we are not aware of any work which suggests that
they do not apply to schools.

Some of the above would appear to be especially important, given
the scope of change when a system and its schools move toward self-
management. We would highlight persistence in the face of complexity
and opposition from those who would prefer authority and responsibility
to remain centralised; capacity to take risks and to handle stress under
these circumstances; originality, especially in the early stages of the change;
and self-confidence. Once some measure of stability is achieved, none
would appear especially more important than any other.

Lists of attributes such as these provide only part of the picture when
it comes to portraying what successful leaders do. A richer and more
useful guide to what leadership entails has been furnished in recent studies
of leadership. What follows is a review of generalisations which have
emerged from such studies, adapted with illustrations to set the context of
the self-managing school.

Focus on Transformational Leadership

The most helpful leadership concept derives from an important distinction
between transactional and transformative leadership which was made by
James McGregor Burns in 1978.' Expressed simply, transactional leader-
ship is exercised when a leader and followers undertake, as it were, a
transaction: from the followers, an agreement to work toward the achieve-
ment of organisational goals; from the leader, an agreement to ensure
good working conditions or, in some other way, satisfy the needs of
followers. This approach to leadership is. of course, important and neces-
sary, but alone it may not ensure that the organisation achieves at a level
of excellence or. if a change in direction or new levels of achievement are
desired, that these will eventuate. Burns' comprehensive study of leader-
ship over the centuries suggests that the most successful leaders in terms
of bringing about changes in direction or new levels of achievement have,
in addition, exhibited transformative or transformational leadership. Trans-
formational leaders succeed in gaining the commitment of followers to
such a degree that these higher levels of accomplishment become virtually
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a moral imperative. In our view a powerful capacity for transformational
leadership is required for the successful transition to a system of self-
managing schools.

In this section of the chapter we set out the fundamentals of transfor-
mational leadership as they apply to school self-management. In succeed-
ing chapters we deal with four facets of the role of the transformational
leader: namely, cultural leadership, strategic leadership, educational leader-
ship and responsive leadership.

The fundamentals of transformational leadership

Beare, Caldwell and Millikan gleaned ten generalisations from recent
research on leaders and leadership.' We have adapted, consolidated and
focused these on the self-managing school, with simple illustrations from
our observations and experience.

1 Leaders in the self-managing school have the capacity to
work with others in the school community to formulate a vision
for the school. In Chapter 2 we defined a vision as a mental picture of
a preferred future for the school. We noted that, taken in its literal sense,
those who hold a vision for the school are carrying around in their minds,
and are able to give expression to, an image of the way they would like
the school to be at some time in the future. We suggested that this image
will be relatively explicit, with mind and word pictures of what students
will be engaged in, what their accomplishments will be, what resources
have been acquired, how these resources will be deployed, what processes
of learning and decision-making will occur, how particular needs and
problems currently experienced will he addressed.

This vision will contain several images. The most important is edu-
cational in nature, concerned with outcomes for students. The vision will
also provide a picture of how the school will operate as a self-managing
organisation: how will the principal, teachers, students, parents and others
in the school community work together to manage the affairs of the school?
In quite specific terms, what will be created and accomplished which is
not evident now? Another image will be of the process to be employed
in reaching this state of self-management and achieving these educational
outcomes: how will particular problems, barriers or difficulties currently
experienced be resolved? Underpinning these images is the capacity for
strategic leadership which we take up in Chapter 5.

This generalisation differs in important ways from that which Beare,
Caldwell and Millikan offered in respect to the leader's role in formulating
a vision when they reported that 'outstanding leaders have a vision for
their organisations.' This is unquestionably the finding of research, but it
is a finding which is silent in respect to the manner in which th. vision is
generated. While a leader may bring a vision to the self-managing school
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or may formulate a personal vision once familiar with the setting, the
essence of self-management is that, in general, the vision which is to shape
the ordinary day-to-day activities in the school is formulated by the leaders
and others together. We use the words 'in general' because we acknowledge
that there are circumstances in which members of the school community
will expect the leader to provide the vision. An implication of the fore-
going is the need to establish a process wherein the leader can indeed work
with others in the school community to formulate the vision. There is no
one best way to do this. Indeed, in the early stages the principal or other
person who has a vision of self- management will be concerned solely with
bringing different individuals and groups together, creating a climate
wherein an interest in and capacity for self-management can emerge. It
may be several months before people are ready to formulate a vision for
their school, and even then the process will not necessarily follow a rational
or predetermined path. Clearly, however, the initiator here must be ener-
gised by a personal vision of what is possible.

This suggests a qualification of our generalisation in settings where a
leader takes the initiative to transform the school or system of schools.
Case studies of pioneering school systems, for example, suggest that the
vision of the leader who took the initiative was lot initially developed in
association with others, although it may have required approval by a policy
group. An example is the leadership of Michael Strembitsky who has been
Superintendent of the Edmonton Public School District in Alberta, Canada
since the early 1970s. His was a personal vision of school-based budget-
ing, now broadened to school-based decision-making, but he succeeded in
articulating that vision in such powerful ways that it eventually became
the shared vision of the school board and others, despite apparently strong
opposition or scepticism from some individuals and organisations in the
system. We will look more closely at Strembitsky's achievements in other
chapters, especially Chapter 8, buy note that, when an individual operates
under such conditions, successful realisation calls for articulation and
commitment by others. We take this up as our third generalisation below.

Thus far we haw. written of the leader as a particular individual, most
likely the principal, but there are many leaders in a self-managing school.
We would offer the same generalisation as a guide to their leadership. In
a program unit, for example, the leader will work with colleagues in the
unit to formulate a vision for their area of responsibility. This vision
should be consistent with that for the school as a whole.

2 Leaders in a self-managing school have a coherent personal
`educational platform' which shapes their actions. The first gener-
alisation addressed the importance of securing a shared vision for the self-
managing school. This does not remove the need for each leader to have
what Serginvanni and Starratt have described as an educational platform,
defined as the set of assumptions, beliefs. opinions, values and attitudes,
not necessarily expressed in formal fashion, which E.;ilide the actions and
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decisions of the leader. Included may be aims of education, expectations
for students, social significance of schooling, image of learner, value of
curriculum, image of teacher. Preferred pedagogy, language of discourse,
preferred kinds of relationships, preferred kind of climate, purpose of
leadership, preferred process of leadership.'

One can specify more precisely the planks of the platform for the
leader in a self-managing school. As far as approaches to management and
leadership are concerned, some key words might be 'community' (language
of discourse); 'collegial' (preferred kinds of relationships); 'open' (preferred
kind of climate); 'achievement of mission' (purpose of leadership); and
`empowering' (preferred process of leadership). We suggest some more
detailed specifications in Chapters 4 to 7, commencing in Chapter 4 where
we set out a view as to what constitutes excellence in education (in some
respects, of course, this is a plank in our educational platforms).

What we are proposing, then, is that leaders at the school work with
others to formulate the vision of the school or part of the school, but that
each should have a coherent and well thought out educational platform of
assumptions, values and beliefs which shapes decisions and actions. The
platform may, of course, be tailored to the setting, but, in general, we see
it as more fundamental and stable. On the other hand, because the vision
must energise the work of all, it is best determined together and thus may
differ in significant ways from some personal visions and may change
over time.

3 Vision is communicated in a way which ensures commit-
ment among staff, students, parents and others in the community.
This generalisation has implications for leaders in any school, regardless of
the extent to which there is a capacity for self-management. We know
from the research findings ofJames Coleman and Thomas Hoffer that, all
other factors being equal, schools with a high level of what they termed
`social capital' seemed to do better than others, with social capital considered
to be an indication of the strength of mutually supporting relationships
among principal, teachers, students, parents and others in the school
community (including the church where the school is a church school).'
We examine this notion of social capital in Chapter 4, in the context of
school culture, and in Chapter 6, in the context of the empowerment of
a school and its community. We note here, however, that one indicator
of social capital is the extent to which there is commitment in the school
community to the vision for the school. The level of this commitment is
likely to be high where representatives of the community, defined broadly,
have been involved in formulating that vision (even though, as noted in
respect to the first generalisation, that vision may have emerged over time
through a variety of means).

Vision may be communicated in a number of ways. Some will be
formal in nature, in words both oral and written. The implication here is
that leaders in the school should take every opportunity to bring the vision
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to the attention of others. To the extent that the vision is a picture of the
particular ways in which the mission of the school will be brought to
realisation over a period of time, this confirms the value of printing the
school's mission statement in key documents which are widely distributed:
including the school charter, the school prospectus, at the front of the
school's policy handbook, program plan and budget, evaluation reports,
student reports, advertisements and job descriptions. The vision can be
communicated in speeches and other presentations, formally and informally.

We contend that this wide base of commitment is a necessary condition
for success in a self-managing school. It may not be a necessary condition
in schools which are not self-managing. Schools can, to a large extent,
remain apart from their communities in systems where authority and re-
sponsibility for major decisions are retained at the central level and where
schools continue to receive substantial supprt to the extent that their
problems can be handled by others.

4 There are many facets to the leadership role: technical,
human, educational, symbolic and cultural, with the higher order
symbolic and cultural facets being especially important in the self-
managing school. We are employing here the classification devised by
Sergiovanni in his account of approaches to leadership in excellent schools.'°
In brief, technical leadership includes the capacity to plan, organise, co-
ordinate and schedule. Human leadership involves the harnessing of
available human resources in ways which include building and maintaining
morale, encouraging growth and creativity, providing support for staff
and empowering others in programs of development and through the
creation of opportunities for participation in decision-making. Educational
leadership involves the use of expert knowledge about education and
schooling to diagnose students needs, develop curriculum, select appro-
priate approaches to learning and teaching, supervise and evaluate. Symbolic
leadership involves focusing the attention of others on matters of importance
to the school through the range of words, actions and rewards which are
available to the leader. Cultural leadership involves the building of a strong
school culture.

Sergiovanni suggested that technical and human facets of leadership,
by themselves. may simply ensure that the school will not be ineffective.
The presence of educational leadership may ensure that the school is
effective, that is, it achieves its goals. To ensure the highest level of
achievement over time, an important aspect of excellence, there must be
symbolic and cultural leadership. The model for self-management provides
a framework within which the technical, human and educational facets of
leadership can be exercised. We develop further the educational facet in
the sr.ction of this chapter which follows these generalisations.

In our refined model we would stress the importance of the capacity
of leaders to focus on the symbolic and cultural. To illustrate the symbolic,
consider again that aspect of leadership which calls for communicating
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vision in a way that ensures commitment among all in the school commu-
nity. Our earlier illustrations were the formal use of words, both oral and
written. Symbolic leadership includes the use of words which are, of
course, symbols for the meanings and values we wish to communicate.
But symbols also include actions and rewards. So we are considering here
the wide range of words, actions and rewards which leaders can employ
to communicate matters of value. Among the words we use, a powerful
medium is the choice of metaphors. A variety of metaphors may be
employed to describe the life of the school; these include military ('troops',
'parade', 'battle', 'chain of command'), business ('bottom line', 'clients',
'managers', 'shop front'); industrial (`productivity', `chalk-face', probably
derived from `pit-face'); sport ('team', 'coach', 'game plan', 'players') and
so on. Metaphors in relation to the processes of self-management will
probably reflect the notions of team or family or community; those related
to the outcomes of schooling or the students themselves will tend to
reflect a focus on individuals and their empowerment through learning
rather than a competitive situation where success is enjoyed by a few.
Here again, however, fundamental views about the aims of education and
schooling must be considered.

Actions are powerful symbols for communicating values. Values are
communicated through ordinary, day-to-day choices. Important messages
are sent, for example, by what activities a leader chooses to participate in
or what events a leader chooses to attend, or which people a leader chooses
to speak to, or how a leader conducts a meeting or other ceremony, or
how a leader organises the office. Among actions one would expect in a
self-managing school are participation in a wide range of activities or
events in areas of the school program which highlight the particular aspects
of excellence considered important in the school, a readiness to meet with
and be seen to meet with a representative range of people from among
the different groups which make up the school community or room
arrangements for meetings which reflect the partnership of different groups
in the school community.

Rewards, defined broadly, arc also very powerful symbols for values.
Leaving aside rewards for students ,.vhicl should, of course, provide
recognition in matters related to the particular view of excellence which is
embraced at the school, we would highlight those for teachers and others
in the school community. What is required here is recognition for actions
which are directed at the aforementioned view of excellence but also in the
processes of self-management. The principal will wish to reward other
leaders and others who accept responsibility in different school programs
or who encourage the involvement of parents and the wider community
in decision-making and other aspects of school operations. Rewards can
come in a variety of forms including words of praise, further empowerment
and recommendations for promotion.

Also important in the Sergiovanni framework is cultural leadership.
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The importance of a strong culture has now been widely accepted in
accounting for the success of schools and other organisations. In Chapter
4 we Highlight some strategies which leaders in self-managing schools can
employ to create and sustain a culture of excellence.

5 Leaders in self-managing schools keep abreast of trends and
issues, threats and opportunities in the school environment and in
society at large, nationally and internationally: they discern the
`megatrends' and anticipate their impact on education and in the
school. The capacity for what we would call strategic leadership is an
increasingly important requirement for leaders in schools, indeed in all
organisations in the 1990s. It is, as with other generalisations, especially so
in self-managing schools where leaders do not have others at the system
level to do the strategic thinking for them to the extent that was assumed
to be the case in times of more centralised control. In reality, it seems that
leaders at the system level are only now coming to grips with the im-
portance of the strategic aspects of their roles. In Chapter 5 we offer a
model and some guidelines for the techniques of strategic leadership. The
outcome is a set of priorities which take account of trends and their likely
impact on the school. These priorities are constantly refined, suggesting
that the capacities we describe involve much greater adaptability and
flexibility than required in traditional approaches to long-term planning.

6 Leadership which empowers others is central to success in a
self-managing school, especially in respect to decision-making. The
model for self-management, including the refined version, calls for many
leaders according to the number of program teams and more, where
working parties are established for the analysis of policy issues and other
matters. Sergiovanni's concept of 'leadership density' is an apt descriptor
of what is required." Research findings in a variety of fields, including edu-
cation, also give support to a wider involvement in decision-making ac-
cording to the expertise and stake of the people concerned.° In making
provision for this involvement, leaders clearly need to avoid the situation
oi. 'decision saturation', especially in times of continuing change as is being
widely experienced in schools at this time. Not all teachers wish to be
involved in all decisions, even when they have a stake in the outcome and
have expertise which can be brought to bear. Sensitivity on the part of the
leader is a requirement.

Providing people with the necessary knowledge and skills to participate
in decisions is an important aspect of empowerment, hence the likelihood
that the self-managing school will also be characterised by extensive school-
based professional development programs. The image of 'the developing
school' proposed by Holly and Southworth is what we have in mind
here." Another helpful image is that of 'deep coping' as described by
Miles on the basis of research carried out in urban high schools in the
United States which were highly successful in bringing about improve-
ment." Successful schools had a capacity for 'deep coping' as opposed to
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`shallow coping' which characterised the efforts of schools which were
unsuccessful. The former revealed a capacity quickly to assemble problem-
solving teams to tackle projects for school improvement or to sok e
problems which had arisen in the delivery of the program for individuals
or groups of students. These schools were also ready to organise small-
scale training programs to assist staff in addressing these concerns. Where
necessary, they were prepared to seek new staff to add to their capacity to
bring about desired improvement. Given the wide base of involvement in
decisions in the self-managing school, it is likely that training programs or
professional development will be available for teachers, students, parents
and others who have the opportunity to make a contribution.

The case for the empowerment of leaders, regardless of gender, can be
made on grounds other than the desired conditions for self-management.
On grounds of equity alone, then, we would expect to find men and
women occupying in roughly equal proportions the range of leadership
positions in schools and school systems. Yet we are mindful of the writing
of people like Sarah Lawrence Lightfoot who suggested that what is im-
portant is the attributes of the leader, regardless of gender, which include
the range of qualities that coincide with what have been traditional stereo-
types. She called for leadership which offered 'a subtle integration of per-
sonal qualities traditionally attached to male and female images' on the basis
of her research in `good' high schools.15 Naisbitt and Aburdene went further
and suggested that conditions for leaders are emerging which suit both
genders, in contrast to past practices which emphasised hierarchical controls
and were dominated by men who had been socialised accordingly:

The dominant principle of organisation has shifted, from manage-
ment in order to control an enterprise to leadership in order to
bring out the best in people and to respond quickly to change.
This is not the 'leadership' individuals and groups so often call for
when they really want a father figure to take care of all their
problems. It is a democratic yet demanding leadership that respects
people and encourages self-management, autonomous teams, and
entrepreneurial units."

The 1990s thus provide what Naisbitt and Aburdene call an 'equal [level]
playing field' when it comes to leadership roles for men and women.
They even suggest that women may hold a slight advantage since 'they
need not "unlearn" old authoritarian behaviour'." They wrote in the
context of business in the United States in asserting that it is no longer
an advantage [for a leader] to have been socialised as a male."' While
evidence for the 1990s being the 'decade of women in leadership' in edu-
cation (the educational counterpart to one of the Naisbitt and Aburdene
inegatrends) is somewhat limited, we agree that the kind of leadership in
a self-managing school is similar to the new 'dominant principle' described
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by these writers and, to that extent, should offer a level playing field for
men and women.

Sergiovanni offers another perspective on empowerment with his
notion of 'value-added leadership', essentially a development of Burns'
notion of transformational leadership.° For Sergiovanni, the values to be
'added' are empowerment, ennoblement and enhancement. In examining
emerging practices in school-based management, he expressed concern
that decentralisation might end at the principal's desk or might involve
taking power from one and giving it to another:

However, empowerment can also be understood as the exchange
of one kind of power for another the exchange of power over
for power to. Value-added leaders . . . are less concerned with con-
trolling what people do, when they do it, and how; and more
concerned with controlling accomplishments the likelihood that
shared values will be expressed and shared goals achieved. These
leaders realise that to most effectively accomplish the latter, one
must give up control over the former. When school-based man-
agement is understood in this way, the triangle is exchanged for
the circle; a top-down management view of schooling is exchanged
for a moral community built upon shared purposes and beliefs.20

In summary, taking all of these perspectives into account, this general-
isation calls for empowerment in four major respects: empowerment of
other leaders ('leadership density'); empowerment in decision-making, with
avoidance of 'decision saturation'; empowerment through professional
development and training programs so that all in the school community
have the necessary knowledge and skills to participate in a self-managing
school; and empowerment which acknowledges that requirements for
leadership no longer emphasise roles for which males tended to be socialised
in the past ('the level playing field'). Sergiovanni captures all with his
notion of 'value-added leadership'.

Educational Leadership

In the final analysis, the case for self-management must be based on benefits
for students in terms of gains in learning outcomes. Essentially, the issue
is defined by the question: Will a capacity for self-management lead to
benefits for students which would not have been possible under more
centralised arrangements?' The case for self-management which we set out
in The Self-Managing School, reiterated in Chapter 1 of this book, included
the argument that resources, defined broadly, can be allocated in optimal
fashion to meet the particular mix of priorities and learning needs that
exist in a particular school. There is an increasing array of evidence that
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the conditions that may be created in a self-managing school are associated
with school improvement. The key link in the chain of cause-and-effect
will, however, be what happens in the classroom: will learning and teaching
be enhanced under these conditions?

The central issue

The particular question addressed in this section of the chapter is: 'What
is the role of the principal and other leaders in enhancing the quality of
learning and teaching in the self-managing school?' We use as our starting
point the state-of-the art review of research on instructional leadership
offered by Murphy.2' We then explore the implications in the context of
the self-managing school. While some illustrations are offered, we take up
related strategies and more detailed guidelines for action in Chapter 5.

The paradox

Murphy noted a paradox which is of central importance as far as self-
management is concerned. He contrasted the normative account of the
role of the principal ('what ought to be') and descriptions of the role
which have emerged from studies of what the principal actually does ('what
is'):

Taken together, these studies present a picture of school adminis-
trators whose time is heavily devoted to matters other than cur-
riculum and instruction to issues of student discipline, parent
relations, plant operations, and school finance. . . . Most principals
do not meaningfully supervise and evaluate teachers, plan and
coordinate curriculum, actively monitor the technology of the
school or the progress of students, or spend time in classrooms.
In short, most administrators do not act as instructional leaders."

While most of Murphy's extensive sources are from the United States, we
do not believe that his generalisation would differ significantly if it pur-
ported to represent conditions in Australia, Britain, New Zealand and
elsewhere.

A framework for the preferred role of principal

Murphy then provides a framework for the role of the principal as in-
structional leader drawn from more than 200 reports of research on school
effectiveness, change and innovation, program implementation, outcomes

58



What We Now Know about Leadership

Figure 3.1. A Framework for Describing the Preferred Role of the Principal as a Leader
of Learning and Teaching

MISSION AND GOALS

Formulating mission and goals of the school
Communicating mission and goals of the school

PROCESSES OF LEARNING AND TEACHING

Promoting quality teaching
Supervising and evaluating teaching
Allocating and protecting teaching time
Coordinating the curriculum
Monitoring student learning

CLIMATE FOR L EARNING

Establishing positive expectations and standards
Maintaining high visibility
Providing incentives for teachers and students
Promoting professional development

SUPPORTIVE ENVIRONMENT

Creating a safe and orderly learning environment
Providing opportunities for meaningful student involvement
Developing staff collaboration and cohesion
Securing outside resources in support of school goals
Forging links between home and school

Source: Adapted from a list in J. Murphy (1990) 'Principal Instructional Leadership', in P.
Thurston and L. Lotto (Eds), Advances in Educational Administration, Greenwich, Conn., JAI
Press, Vol. 1, Part B, p. 169.

of school reform programs over the last decade, instructional leadership in
schools in general, instructional leadership in effective and ineffective
schools, effects of instructional leadership on organisational outcomes,
effective and ineffective principals and studies of school improvement. An
adaptation of this framework is contained in Figure 3.1. We have replaced
the term 'instructional leader' with 'leader of learning and teaching' and
made other modifications to the terminology employed by Murphy.

Figure 3.1 classifies the preferred role under four broad types of act-
ivity: mission and goals, processes of learning and teaching, climate for
learning, and supportive environment. For each of these are listed particular
activities which research in the settings described above reveals as being
carried out by principals. Several have already been discussed in the con-
text of self-management, namely, activities related to the formulation and
communication of the mission and goals of the school, maintaining high
visibility, providing incentives for teachers and students, promoting
professional development, developing staff collaboration and cohesion,
securing resources in support of school goals, and forging links between
home and school. Of special interest here are those activities which focus

T
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on learning and teaching and a supportive environment: promoting quality
learning, supervising and evaluating teaching, allocating and protecting
teaching time, coordinating the curriculum, monitoring student learning,
establishing positive expectations and standards, creating a safe and orderly
learning environment, and providing opportunities for meaningful student
involvement. Murphy draws from the research in providing a range of
sample behaviours for each of these activities.

Barriers to adoption of the preferred role

Murphy proceeds to an exploration of barriers to the adoption of the
preferred role. He includes shortcomings in training and preparation, with
few programs in the United States calling for studies in learning and
teaching; practices at the system level and norms of the profession that
downplay direct involvement in learning and teaching on the part of prin-
cipals; and the nature of the role itself, with its traditional focus on
`managerial' or 'administrative' aspects of the role, the variety of small
activities which hinder attention to learning and teaching, the absence of
a system of rewards and sanctions which the principal may utilise in re-
lation to learning and teaching, and the influence of teacher unions which
have resulted in matters related to learning and teaching becoming, in-
creasingly, the subject of award negotiations and collective agreements.

These barriers suggest strategies to redress the disparity between actual
and preferred roles of the principal as a leader in learning and teaching
where such disparity exists. There are major implications for universities
and other institutions which provide pre- and in-service training for
principals, for school system policy-makers and for teacher unions. To
some extent these place the solution in the hands of people other than
those in schools. There is, however, some promise within the model for
self-management itself, and it is here that we turn to an analysis of the role
of principal offered by Michael Fullan in his thought-provoking monograph
entitled 'What's worth fighting for in the principalship?'23 He offers strong
affirmation of key elements in the model in suggesting a course of action.

Fullan believes that the task for the principal in implementing all
centrally determined policies 'is clearly impossible, cr ates overload, con-
fusion, powerlessness, and dependency or cynicism',24 an observation which
confirms Murphy's view that, by attempting to cope with continuous
change by addressing all expectations, principals are generally unable to
tackle key elements of their role as leader of learning and teaching. Fullan
contends that 'there is no point in lamenting the fact that the system is
unreasonable, and no percentage in waiting around for it to become more
reasonable. It won't.'" Fullan then draws on recent research on leadership,
and views about leadership and management advanced by Patterson, Purkey
and Parker in the educational setting and by Block in the business setting,
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to describe a set of conditions which principals should help create within
the school.'-`' These have much in common with the refined model for self-
management we outlined in Chapter 2. He urges a view of the principal-
ship which places emphasis on vision, autonomy, courage, empowerment
of others, strategic planning and development of self, and the, offers
guidelines for action along the following lines:"

avoid blaming others outside the school; work with colleagues to
assume control of an agenda within the school;
while having a large vision, take small steps without excessive
planning and management;
focus on important matters like learning and teaching;
focus on fundamental matters like the professional culture of the
school: empower others and build visions, making the curriculum
the focus of professional activity.
take risks, but be selective and begin on a small scale;
empower others in the decision-making process on matters of sig-
nificance, something that will require support in the form of time,
money and personnel; build teams of leaders;
build a vision which. includes desired outcomes as well as processes
through which those outcomes will be realised;
set priorities and exclude action on those in the lower order: 'decide
what you are not going to do';
build networks of support inside and outside the school:
know when to be cautious, especially 'when we don't know the
situation, when survival is at stake, following periods of risk and
expansion, and when we are in a zero trust environment:"

While Fullan is essentially offering encouragement for principals to
work with others in the school community to take charge of their (Iv. ri
destiny, a parallel course is for leaders at the centre of a sch:ol system to
provide the conditions in which this initiative can be taken (although
principals should not wait around for this to happen). Thus. in system
policy-making, Fullan urges leaders to 'err on the side of autonomy over
dependency."`'

Summary

Our purpose in this chapter ',vas to highlight some of. the major concepts,
perspectives, generalisations and theories which arc relevant to leadership
in a self-managing school and, at the central level, where the intention is
to create a system of sell-managing schools. Our starting point was to
observe the variety of definitions ofleadership and concluded, in the
of Duke, that leadership was 'a gestalt phenomenon, greater than the ',UM
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of its parts', including the traditional notions of exercising authority and
directing others, but also influencing and making activity meaningful.
Efforts to identify traits of leaders have turned up a relatively small number
which appear to have special significance in the context of the self-managing
school: sense of responsibility. concern for task completion, end' gy., per-
sistence, risk-taking, originality, self-confidence, capacity to handle stress,
capacity to influence. and capacity to coordinate the eft irts of others in the
achievement of purpose. Burns' notion of transformational leadership was
embraced. We set out the fundamentals of transfOr inat.ona. leadership

by adapting and refining some generalisations on leadership which were
proposed by Beare, Caldwell and Millikan follow mga review of recent
research. The result was six generalisations which have special relevance
to leaders in self-managing schools.

Leaders in the self-anaging school have the capacity to work
with others in the sehoid c4,inumnity ttt fi.rmulate a vision for the
school.
Leaders in a self-managing school have a cob -rent personal 'edu-
cational platform' which shapes their actions.

3 Vision is communicated in a way which ensures commitment
among stall, students, parents and others in the connuunity.

4 There are many facets to the leadership role: technical. human,
educational, symbolic and cultural, with the higher order sym-
bolic and cultural facets being especially important in the self-
managing school.

5 Leaders in the self-managing school keep abreast of trends and
issues. threats and opportunities in the school environment and in
society at lorry, nationally- and Unemotionally: they discern the
'inegatrends' and anticipate their impact on education and in the

Leadcr,hip which empowers others is central to success in a self-
managing school, especially in respect to decision-making.

We then focused our attention on the core activities in the school,
namely. learning and teaching, and drew on the state -of -the -art work of"
Murphy and his framework for specifying the role of the leader of learning
and tea:AMT. Murphy described the difference between the actual role of
the principal. a:, described in pul-dished accounts of practice in general. and
the preferred role as it has emerged in research on practice in 'good stAniols',
I his pielerred ride was contained in the akin:111(.16(Am! framework. I lc
identified barriers to the adi.ption of the preferred role. including,
comings in training and preparation: practices at the system level and
norm', of the prcdes,ion that downplay direct inullcitient nt leaining and
teadune, on the part of principak: and the nature of the role itself. with{ it

lo,:tt, ttli `romagerial' or :iloect the i,arier.,
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small activities v.'hich hinder attention to learning and teaching, the ab-
sence of a system of rewards and sanctions which the principal may utilise
in relvion to learning and teaching, and the influence of teacher unions
which have resulted in matters related to learniag and teaching becoming,
increasingly, the subject of award negotiations and collective agreements
Ohio. tying the hands of principals and other leadero.

V'e found the approach of Fullan appealing, e:.;sentially proposing, that
principals and their colleagues at the school level take charge of their own
agenda rather than continue in a state of dependency as they addressed the

irtually impossible task of responding to a constantly changing and com-
plex agenda determined at the central level. He offered some guidelines
for action which, in many respects, provide support for the major elements
of the refined model for self-management.

The framework for the exercise of leadership set out in this chapter
is, on the one hand, a more detailed specification of the refined model and,
can the other, a reaffirmation of its major theme;. It is within this framework
that leaders can address the major feature. of the relined model; thu,, we
turn in I'hapters 4 to 7 to the particular ways in which this can be done.



Part B

Leadership in the SelfiManaging School



4 Cultural Leadership: Creating and
Sustaining a Culture of Excellence

Moving from near dependency under a centralised arrangement toward
autonomy in a system of sclf-managing schools means a significant change
in the way things are dune at the school and central levels. This amounts
to a change in culture at both levels.

Our purpose in this chapter is to highlight the Major characteristic, of
a school's culture and the role of the leader in creating and sustaining it.
and to suggest some strategies for leaders in carrying out this task in a self-
managing school, '1 his purpose implies that the culture of a self-managing
school differ-, in important ways from the culture which has sustained
schools in the recent past. This may indeed be the case in many settings
but no sweeping, generalisations of this order arc offered, Indeed, two
observations should be made at the outset, First. it is unlikely that there
will be any change to the core clues and beliefs which determine the
culture of an already es,cellent school. Second, any implication of change
does not necessarily represent an adverse judgment on accomph.liments in
the past. On the contrary, the achievements of systems of gosernment or
public should he the subject of celebration. Theie achievements
have been underpinned by a strong culture which is founded in values and
beliefs which should surely be htained.

Our first task is to provide a framework tier describing and analysing
the culture of a school. We will then identify what we belie% e are the
characteristics old culture of excellence in a self-manaying school and of
these other pare; of a ..untini system !centre, region, district) which pro-
% ide direction and support to self-managing schools, Key concepts in the
core of a culture (..r self-management are defined and tif_A% patterns

leadership beliaiour are outlined. Ills latter are concerned with mai-
rfht-Writ-t, and atL(Itilltatod11. Maktinn! I. selected for a dertlIrtl

(tt' colfor( (4.,1 ajj b. , harir:d
fdtv.Atilmat integritY. Wc roncludf, the chapter with ten

n. 1,r 1:11ctT hir in Or
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Describing and Analysing the Culture of a School

Expressed simply, a school's culture is 'the way we do things around
here'.' One does not search for and then find the culture of a school, one
experiences it in ordinary day-to-day activities. In recent year' much has
been said and written about the topic, but school culture is not a new phe-
nomenon. In many respects we arc rediscovering the importance of cul-
ture as a factor in accounting for excellence in schools. When considering
the leader's role in creating and sustaining a culture, we are to some extent
re-focusing on higher order acts of leadership after years of preoccupation
with lower order, though nonetheless important, managerial activities,

The recent interest in school culture is, however, based on a rich
array of research, and we are now able to describe and analyse the phenom-
enon using language and a degree of precision which was not readily
available in the past, Above all, we can ofti:r sf11111. guideline, for those
who have the opportunity to exercise leadership,

The notion of culture as 'the way we do things around here' of
course, just a starting point. We du things in our schools because we have
particular' vaine,, and helicr:ibout what ought to he done in our schools.
'Nese arc the intangible foundations of culture, 'I hen there are the tangible
manifestations of-culture: the words we use, the behaviours we engage in,
and buildings and other facilities and artifacts we construct and gather. A
more detailed specification of the tangible and intangible provide: a frame-
work f(4- describing and analysing the culture of a school. The ':pecifica-
tion which fidlows is that proposed by Beare. Caldwell and Millikan and
illustrated in Figure 4.1.'

The foundations of school culture are defined by answer,. to questions
such as the following. What arc the purposes of education? What is the
role attic school in achicsing the, purposes? What knowledge, skills and
attitude: arc worthy of being addressed in the educational program of the
salioi,IF What is the relationship between a school and iiv; community:
tietv,cen a school and gi,% atm-H.110 To what extent should the school cater
for the needs of all of its students? How should a student learn? What
behaviours and relationships are desirable among different members of the
school community

Values, philosophies and ideologies as reflected in ano.vers to
question. quit a. thr\t' are maniftsted in a variety of ways. In a serbol
!.ense these include 'AVCITICTItti of Aim; and objectoc... tile. curriculum, the

language that is nsed in every day dist:out-cc, metaphors. organisational
stories, organisational heroes and organisational structure,. navy are also
manifested m hellos iour in ritual, ceremonies. approache-, to teaching
and learning, operational procedurf rule, and regulations, rev, aids and
,nictiork, p,Ychologacal and '031 r:`tr . and parental and community

(I'01 MatIik,TAF.1:011 In III 41....:-nd include and C'11111)-

Mt !It, artefatt and memorabilia, !At is and inottoe-,,, and uniform ;.
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Figure 4.1. A Framework for Describing and Analysing the Culture of a School
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We now have the means to ale,cribe. in a basic NefiCe, the culture of
a sLhool, 1 here are other conciderations which may help us determine the
streng,di k.,la school's (ulnae. Important here is the extent to which different
individuals and group,. skire value; and belief's and are committed to see-
ing their manifestation in forms such as those listed. Also important is the
degree of coirktency between values and beliefs and their different
manitetations. A strong culture is indicated by all in the school community
sharing, the same dues 311(1 11(11(7,.. 1 here will he similar answ,'rs
que:tions such as those we posed eat her, and there will he con,.ktrnry in
thf-: '. ays their v 311.1(,, .11111 belief. are ft1311!reSted 111 a verbal. belho.
or material sense. A weak culture indicated 11V fray,inemation of saluc
and belief; and inconcisttney in their manifestation.

F1' strength of a cdil or, ulture alas he illustrated with reference to
equity; that 1.;, the hchef that all ',Indents onichi t1, rco.co,c air fr2tnAtion

cnahk, 01..4 full t1't,:liti,1 rralo,e(1. t 41, w( particu-
far ludo. idual tarrinustancis, A !;troniz culture w hith relltos this helhf
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would see all members of the school community committed to this value,
with verbal manifestation in aims and objectives which make clear that the
educational needs of all will be addressed and which specify targets for
achievement where possible and appropriate; a curriculum which shows
the particular ways in which this will he done; the use of language which
recognises all children rather than marginalising or excluding some; meta-
phors which focus attention on the value of equity; organisational stories
which highlight the success of the school in meeting a particular challenge
in the past; organisational heroes, including students who have, for example,
been successful in overcoming some particular disadvantage, and teachers
who have contributed in outstanding fashion along the way; and organ-
isational structures and processes which ensure that needs can he identi-
fied, priorities set and resources allocated. Behavioural manifestations of
strength include rituals and ceremonies which celebrate success in meetinF.,,
the full range of educational needs; the adoption of appropriate approaches
to teaching and learning; and the existence of rules, procedures, rewards.
sanctions ,ind support to achieve the desired ends. Manifestations of materiel
include the design of buildings and the provision of equipment to cater for
the needs of all aid the collection of memorabilia and artefacts which
focus attention on past and continuing successes.

Given this framework, it is possible to appraise the culture ola school.
The starting point is a specification of the values and beliefs Mitch are
intended to underpin all that happens. noting the extent to which these
have the shared commitment of all in the school community. Then follows
a description and analysis of the arious man& tations of these beliefs and
values, noting the extent to which there is inconsistency among, them. An
agenda 'Or action is then s.et ..Mere there i. evidence of fragmentation and
inconsistency. Some guidelinc,, fin- action all mg these lines arc ollere0 iii
another section following consideration of the particular characteristics of
whole vs luck al called [61 ul a self-managing school.

A Culture of Excellence in a Self-Managing School

At the heart of a culture lie core assumptions, value,. and beliefs about
things that arc important in education and schooling. Most illipurtallt, of
;,ur,c, will he those related to the very purpose for the 1chool's existence.

We believe that this purpolc is concerned with the achievement of excel
Icnce so the starting prfiiiit in exploring the r+lc of a ',Lido in creating and
stistamiT,, a culture of excellence in a r.clf-managing, school is an

what is meant by ex4.-ellenec. What t011oi.vs n., in many resift{ ts,
the p,.::rsoit II educational platfoun f the awlior,.. I hure crtur,T, be

v,idelv differing ,a,,,ninption- sable. and beliefs a, tt., what constitute.
point Mak!' the tlw.t. Intl,!
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Values and beliefs

What arc the core values and beliefs which underpin the culture of excel-
lence in a self-managing school? Five are identified, with three concerned
with ends and two concerned with the means to achieve those ends.

The key values which define ends are quality, effectiveness and equity.
An excellent school offers a quality education, that is, it pursues goals of
great worth. Which goals arc of great worth will, of course, be a matter
for resolution in each school and school system. Our view is that these
goals should include those related to:

the basics;
the new basics, including a capacity for problem-solving, creativity,
and the capacity for and love of life-long learning and re-learning;
the arts, defined broadly to include music, drama, dance, song,
story, poetry and more;
spiritual development, also defined broadly, including timdaincinal
considerations of purpose in life and our relationship to others and
to our environment;
personal development; and
physical development.

In all of these, there is:

connectedness, reflecting an holistic approach to curriculum design
and delivery;
coherence, in respect to a unifying set of core s,alues; and
continuity in the sense that the school is a 'centre for communi-
cating civilisation':

Nit while there Is continuity, there is akt) respon'sivene'ss, locally and
nationally: the particular contig,uration of goals to be addressed in a par-
ticular school at a particular time in relation to other places of learning,
including the home, will he determined at the school Ind taking account
of 'the larger picture'. This capacity for responsiveness is. of course, one
of the features or a self-managing school.

The second key value is effective nei2.. An excellent school is an effect-
ive school; that is. goals of great worth are achieved. Hut an ruellent
schotd must be more than an effective school: there must also be equity: that

g.sils of great th achies.ed by all, regardless of circum:tance. Isor
this we need a lrailletA irk of policies at the latirmal aild ;Ai

UMW(' that of CLIMEy addrc,suil though,iut the nation.
three key traltri. etfetm cott,,, and equity arc

t.ol culled ith outeinc-, or end,. I litre arc l'Al 10.1 ,,,ItIPS, lSlie li arr
ov.1 411- CtlICi,:fir.-% and emir 0...Trim-lg. An excellent school
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places value on efficiency. Such a concern acknowledges that resources arc
limited, so there must he a capacity to set and re-set priorities, monitor
what is accomplished, and make appropriate changes. Some people may
be astonished that considerations of efficiency are associated with excellence,
but it should be remembered that equity may be at risk if efficiency is
ignored: every instance of wastefulness, duplication or unnecessary ex-
penditure may mean that the educational needs of one or more students
may not he met. A self-managing school has the capacity to be efficient
in this positive sense.

An excellent school will place value on empowering its staff, students,
parents and the wider community. Such empowerment calls for appropriate
involvement in decision-making and decision implementation and the
acquisition of knowledge and skill so that involvement will be fruitful.

These five values underpinning a culture of excellence may be incor-
porated in an 'equation of values', based on a formulation of l'antini:4

Excellence

Quality + Effectiveness + Equity + Efficiency + Empowerment

Self-management enhance, a school's capacity for responsiveness in
addressing issues of quality, provides a framework for achieving efficiency
in the allocation of resources, and specifies a role for the community in the
decision process.

'latigible tnaniftstation t f values (Rid helitfi

As noted in the first section of this chapter. a school's culture is experi
enced in the tangible manif2station of values and beliefs in words, behav-
iours and materiel. A strong, culture calls for a shared commitment among
individuals and groups in the school's community and a high degree of
consistency among the different manifestations of culture.

i iavtttg defined the key values in a culture of excellence in a self-
managing school quality, effectiveness, equity, efficiency, empowerment

we turn now to the tangible ways in which these may he manifested.
To do so in exhaustive fashion would be tedious and unnecessary. An
illustration was provided at the outset of the tangible manife,,tatioir, of
equity. A further illustration av he offered for two farce of the eAttle

.0.1ality and empowerment:

in respect to quality, the partit ular configuration of
be addrc,scd in a partir Mar school at a panic ular time in rclation

othei places of learriing. including the home. will be deter anincd
the st_hol el'; and

in reipect cmpoNvcrnient, 'an extellciu ill place s alue
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on empowering its staff, students, parents and the wider commu-
nity. Such empowerment calls for appropriate involvement in
decision-making and decision implementation and the acquisition
of knowledge and skill so that involvement will be fruitful.'

Examples of the ways in which these values may be manifested in-
clude the following, with words in parenthesis referring to the various
tangible manifestations of culture:

a school council has been established, with powers which include
the setting of goals, policies and priorities reflecting local needs
and opportunities [organisational structures; parent and commu-
nity interaction patterns];
elections for school council and the occasion of the first meeting
each year receive extensive publicity and arc the subject of special
celebratic,ns [rituals, ceremonies];
the aims, objectives, curricuiam, policies and priorities of the school
reflect the outcomes of decisions by school council and are made
available in easily understood form to all with an interest in the
program of the school [aims and objectives, curriculum, language];
staffand parents are involved in professional development programs
to ensure that knowledge and skill are acquired for successful
involvement in decision making and in the instructional program
of the school [psychological and social supports, teaching and
learning]:
stories are told and written of outstanding contributions by indi-
vidual parents and teachers, with buildings and other facilities or
special awards named in their honour [organisational stories,
organisational heroes, artefacts and memorabilia];
a special room is set aside for meetings of school council, with
appropriate displays of a functional and symbolic nature [facilities
and equipment, artefacts]:
the principal establishes procedures to secure the wide inv olvement
of staff in planning and resource allocation [operatonal procedures]:
the principal recommends a teacher for a senior ,ppointment on
the basis of outstanding leadership in fostering community in-
volvement [rewards and sanctions]; and
the metaphor of communit shapes the structures and processes of
the school [metaphor].

A Culture u1Self-Managetnent

The pre1:11.11., '.cetion dealt with what wr called a culture of ck«.11ente.
1:,,,,ept for the attention we gave to empowerment, the major features

I

7.1
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could be addressed in any school or system, regardless of the extent to
which authority or responsibility had been decentralised. We now turn
our attention to the questions: Is there a culture of self-management? What
are the core assumptions, values and beliefs which underpin such a cul-
ture? How is such a culture manifested in a tangible sense? What role can
a leader play in fostering a culture of self-management?

We believe that it is appropriate to refer to a culture of self-manage-
ment. Expressed simply, 'there is a way of doing things around here' in a
self-managing school and at the central level, in a system of self-managing
schools, which is different from the way things are done in schools and
school systems where there arc more centralised arrangements. The tan-
gible manifestations of a culture of self-management include the various
documents which have been prepared in the school setting through col-
laborative arrangements: charter, mission, vision, policies, plans, budgets
and curriculum. One may observe the people at work in these collaborative
arrangements. Leaders will utilise different symbols compared to former
times or to those in evidence in other places: the words which are used,
the behaviours which are manifested, the rewards which are offered reflect
the core assumptions, values and beliefs which underpin the culture. Over
time these will become routine so that they are, indeed, the way we do
things around here'. The new teacher or parent or student will become
socialised in this way.

Core of the culture of self- management

Underpinning these tangible manifestations of a culture of' self-manage-
ment is a set of assumptions, values and beliefs about the way a school
should be managed. These are mainly concerned with relationships: the
relationship between a school and government, between a school and its
community, between the principal and stall of the school, and atnong all
who make up the school community.

At the core may be something which transcend, schools and education,
something which is contained in that mysterious word 'subsidiarity'. The
principle of subsidiarity has been expressed in classical form as follows:
It is unjust and a gravely harmful disturbance of right order to turn over
to a greater society of higher rank, functions and services which can be
performed by lesser bodies on a lower plane.' This principle may be a
driving force for self-management. Leaders of some school system,. which
have pioneered the approach seem to have subscribed to it, notably Michael
StrembitAy in Edmonton: '... whatever Cdll best be done at the school
level should be done at that level. as opposed to having those functions
performed from a centralised location removed from the scene of the
action.'

Another underpinning is the no of ettlrll'fIlfl!' r, both as an end
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and as a process: a leader is committed to providing all in the school
community with an opportunity to influence decisions and contribute to
the day-to-day activities in the school, according to their interest, expertise
or stake in the outcome. Such empowerment is, in itself, a manifestation
of an end in education: the full development of each individual. Participa-
tion in the processes of decision-making is one tangible manifestation of
this element in the core; others include providing people with information
and the knowledge and skills so that they can fruitfully and satisfyingly
make a contribution.

Trust is a fundamental attitude in self-management. Leaders at the
centre and in schools have the confidence that people will be able to
contribute to the achievement of educational goals when they are given
the opportunity, authority and responsibilities of self-management. There
is also acceptance that there will be occasions when errors will be made,
failures will be encountered and harm will be done.

A fourth fundamental in the culture of self-management is associated
with the notion of synerxy, another mysterious word which is generally
understood to mean, in simple organisational terms, that a group working
together can achieve more than individuals working separately. Whether
it is an assumption or a value or a belief is unclear, but in a culture of self-
management a commitment to the notion seems to underpin the behav-
iour of the leader. The tangible manifestation is that 'the way things are
done around here' includes the ready formation of problem-solving teams,
working parties and the like to address key issues which arise from time
to time.

Finally. there is acceptance of responsibility. Leaders at the school level
in a system of self managing schools arc, of course, accepting a higher
level of responsibility than their counterparts in more centralised ar-
rangements. The tangible manifestations of responsibility are many and
these are reflected in the different phases of the refined model fur self-
management. Interestingly, ti .se leaders accept that there is a comple-
mentary response of accountability.

Some patterns of behaviour reflecting the core

These core assumptions, values and beliefs are manifested in different ways
in the various tangible manifestations of the culture of self-management.
Some examples were offered above. In all of these there scorns to be a
spirit of 'wc will solve this problem out-Alves'. or we will set our own
agenda for action', or 'we can do it' rather than 'let "the system" sort it
out', or 'we can't do it'. ()lice this spirit is manifested. patterns of behaviour
which were tOrinerly frowned upon or were regarded as inconsistent with
the ideals of edti or were simply never cl ii,idered at all. become
Irirahlc Awl possible, even though new terminology may be needed in
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some instances. Three instances are considered here marketing, efficiency
and accountability three concepts which educators associate with the
business sector but which, with a different orientation, may become 'the
way things are done around here', with the outcome being a contribution
to excellence as conceived in the first section of the chapter.

Marketing. Consider the concept of marketing. Educators, at least in gov-
ernment or public schools, have generally rejected it or, at most, have
been lukewarm. There is, however, a contemporary view of marketing
which seems to suit the times and is relevant to self-management. Kotler
and his colleagues described five philosophical positions or concepts which
might underlie an approach to marketing: the philosophical concept, the
product concept, the selling concept, the marketing concept and the societal
marketing concept.' Most are likely to draw a negative response from
educators, especially the selling concept and the marketing concept; the
former assuming that consumers will either not buy, or not buy enough
of, the organisation's products unless the organisation makes a substantial
effort to stimulate their interest', the latter assuming that the key to
achieving organisational goals consists of the organisation determining the
needs and wants of target markets and adapting itself to satisfying these
more effectively and efficiently than its competitors.'"

Kotler and his colleagues acknowledged that traditional views of
marketing may be inappropriate 'in an age of environmental deterioration,
resource shortages, explosive population growth, world wide inflation
and neglected social services' and proposed a 'societal marketing concept'
which takes account of the current environment:

The societal marketing concept holds that the key task of the
organisation is to determine the needs, wants and interests of target
markets, and to deliver the desired satisfactions more effectively
and efficiently than its competitors in a manner that preserves or
enhances the consumer's or the society's well - being.`'

A capacity for marketing along these lines is consistent with patterns
of educational management which are emerging around the Western world.
At the school as well as system level, educators are being encouraged to
determine 'needs, wants and interests' and to design and deliver educational
programs which will satisfy these in a manner which preserves or enhances
the consumer's or the society's well-being.' In the broad sense our
'competitors' are international. given the relationship between education
and the economy, but more immediately, they are other school systems
or other schools, even other schools within a single system of education.
We should be comfortable with 'his view of 'competitors' if we accept
that there should he diversity to meet different 'needs. wants and interests',
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and if we wish to effect the best possible match between these and the
educational programs in a particular system or school. We have devised
tip: following view of marketing in the educational setting, based on the
societal marketing concept of Kotler and his colleagues:

The educational marketing concept holds that a key task of a school
system or school is to determine the needs, wants and interests of
potential students and their parents, and to design and deliver educa-
tional programs more effectively and efficiently than other school
systems, where competition for students is occurring or is desired, or
among schools within a particular system where such competition
will not produce demonstrable harms, all in a manner that preserves
or enhances the student's or society's well-being.

This concept of marketing is entircly consistent with a culture of
excellence in a self-managing school as we outlined it in the first section
of the chapter. An implication for leaders is a capacity to understand and
articulate such a view and work accordingly with colleagues and others in
the school community. The metaphor of the market may still be a
stumbling block; the alternative may be not to label the process at all but
to make activities along the lines described a part of normal, day-to-day
and year-to-year planning: the needs of potential students are the foci,
communication of information is crucial. The important thing is to ensure
educational integrity in the day-to-day activities associated with the
marketing effort. Over time. people will accept it as 'the way things arc
done around here'.

We return to this issue in the next section of the chapter, providing
guidelines for leadership in changing the culture of a school to accommod-
ate the marketing concept in education.

Efficiency. We included efficiency in our 'equation for excellence' in the
first section of the chapter. From our experience it is a notion which is
generally rejected by educators who contend that 'educational rather than
efficiency criteria should be employed in decision-making in our schools.'
Efficiency is associated with cost-cutting in an era of economic rationalism
and excessive influence on the part of ministers and treasury officials. Yet
the analysis we offered earlier suggests that we must embrace efficiency if
we are to achieve equity and effectiveness, given multiple and complex
priorities to be addressed with limited resources.

The implication here is that leaders must be able to explain why
considerations of efficiency are crucial to the achievement of excellence.
In other words, the intangible manifestation of a culture of excellence, as
reflected in goals of effectiveness and equity, must be manifested in tan-
gible ways through management processes which ensure that the school
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is able to identify its priorities, allocate scarce resources, monitor processes
and outcomes and, in general. ensure that there is minimum duplication and
wastefulness. As we expressed it earlier. every instance of duplication and
wastefulness may mean that the needs of one or more students may not
be met.

As with the concept of marketing, the terminology may get in the
way. It may be preferable simply to describe and practise the process with-
out the linage of etTiLiency. In any event, an understanding of what i.
involved, a capacity to articulate its purpose, and the ability to implement
along the lines illustrated will mean, over time, that there is efficiency in
'the way things are done around here': it becomes part of the culture,

Accountability. Another tangible manifeAation of the culture is account-
ability, considered here to he a willingness to acquire information about
the processes and outcomes of self-management and to share infor-
mation with others who are then able to make judgments in the light of
expectations as these arc reflected in the school's charter, mission, policic,
priorities and so on. Like marketing and efficiency, educators have gener-
ally reacted negato.ely to the notion of al_countabilii y, Nelf-managing

school, however, it is a complement of responsibility, and we have incor-
porated it from the outset in the evaluation phase of the model for self-
management. We proposed that schools carry out an annual cycle of major
and minor evaluations, with members of program teams playing an im-
portant role in the gathering and analysis of information and the writing
of simple one- or two-page evaluation reports which are then utilised in
identifying needs, setting priorities, formulating plans and allocating re-
sources in the following year.

The intention is to make these simple and Mii;,agoble approaches to
evaluation ani accountability such acceptable and normal processes in the
school that they become 'the way we do things around here': that is, they
become part of the culture of self-rnanagement. From our experience all
of this can occur without the use of words like accountability yet. when
there is the expectation that schools 'be accountable', those schools which
have made the process a part of the culture seem to have no difficulty in
responding. Leader and others should be able to articulate what they are
doing in educational terms and to acknowledge, at the same time, that
they are accountable. We examine the issue of responsibility and account-
ability in more detail in Chapter 7.

Changing the Culture at the School Level:
Marketing with Educational Integrity

We return here time marketing c,.,ncept to provide : an illustration of
cultural Icader,hip m tin ,,elf-managing school. An opportunity for ap-
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The jecus jot marketing is the student

To many people, marketing is svmanymous with thr raising of money.
fostering images of fund-raisiii!--campaigns-, door-knoking, sebum

_and other efforts to solicit funds from parent,. and busittro. Some teachers.
do not wish to be invoked in such work, finding it inconsistent with
what they value in education and a distraction li001 what they believed to
by the most imPortai,i ways they can make a (011111bUti011. WC trod to
Agree with them.

We believe that the primary marketing effort should be 1'4 ieused in

say,' powerfill ways on ensuring, that each student and, through the student,
the parent, receives the %cry hest of educational services, All the guidelines
in Figure 4.2 are intended to bring this about. We highlight that concerned
with 'ordinary activities'. the everyday. ongoing, routine interactions
between teacher; and studeots, teachers and all lir these.: reflect

the values embwhed in the mission of the school and arc appreciated as
such by students And their parents, then the reputation Of the `,L11001 1.1, ill

surely grow. In other words, the itIOA 111111011411I marketing function which
can hr carricd out by teachers is related to lose and teaching.

In many contexts it k possible to dtAtionqrate that Mlle money
can be raised through a locus on learning, and teaching than through
time-consurning and often educationally distracting; efforts to rake funds
and sponsorship from business and industry. The reason will be apparent
from the manner in %vine,' schools lionld funded in a system of self.
managing schools. Depending on the extent to which budgeting has been
decentralised to schools and the overall cost of educating a child in a
particular nation, school and pu,Agraill, the tonlicy hrourlit to the school
by the attendance of a single additional student is likely far to exceed that
which µill be raised by the investment of far greater etfort in raking funds
by other means. Fur example. the enrolment Or a smdent may bring all
extra isnot) through formulae. driven bielgrt allocations to a :-.chool. A
modest marketing effort one year may result in the enrolment of ten more
students than would otherwise have been expected in a primary school
with declining enrolments with current attendance of one hundred. ] he
additional income for the school is thus $50.1100. Even allowing for the
traction ofan additional teaching position which may be required, the cash

hand is still likely to be far greater than most schools of this size will
rake in a relatively sophisticated fund-raising effort in the total commu-
nity. Of tour in systems where budgeting is still centralised, with grants

sehtiols for school-based budgeting relatively small (for example. Slno
per student). one can understand why principals and their colleagues fre-
quently feel the need to spend time and effort in raking funds from other
sources.

Accordingly. we invite the reader with An ilitC'CA in srillting, Addi-
tional resources tOr a school to review the question!. set out in Figure 4.2

X2
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and note how fesv, if any, need involve fund7raising in the usual sense.
For teachers, they may suggest nothing more than doing the very best job
in activities they %Atte nui,t, but to do it in a manner which will make the

an exceedingly attractive _place_ to attend.

Glaiiit LIP Irt Air laifg When appropriate f nriclraty

We do not stiggrs, that schools Nhtilikt not engage in raising additional
funds through doi Lions and sponsorships where this is possible and ef-
forts ran he mounted withont distracting from learning and teaching, In
some places it may be very difficult, if nut impossible, to in tease
enrolments. In other places it may y be relatisely easy to secure fiords from
other sources, Ortr purpose here is simply to the limos since, in our
experience, many have (on-le-lc, expect that a shiftto nelrnansigentelit
implies a refocusing }1 the work of teachers to replace funds which for-
merly came from gt,sernment, 1 his expe,iation has emerged, unforni-
n.itely, we believe, when resttinturing has to meted in times of financial
difficulty and reductions in resource allocations to schools would hive
o: Lamed regardless of the extent to which sell-management had been
encouraged,

1 he tvvo questions in Figure 4 .7 which explicitly mention financial con-
tributions and sponsorship are as thilDWS:

Are financial contributions, spie,sorship and other forms of sup-
port sought in an appropriate manner?
In these and other iespects, inarhetins% seen as a 0.111611111011!,

ongoing actin ire rather than a discrete eN ent of short duration fir
a particular purpo,e sc.. h as increasing enrolments or raising funds?

We believe that, where necessary. these aspects of the marketing effort Call

be carried out with the highest educational integrity, maintaining a focus
on the central purpose, of schooling. The Ibllowing additional guidelines
are offered.

identity a range of business ,old industry which you feel should be
part of the school's community. Forward at least one school
publication each year Invite representatives to contribute their
expertise in the form of educationally relevant presentations to
classes and assemblies. Arrange field visits by students in like
manner. In other words, cootact and communication should be
ongoing: in many instances there ss dl be no request for financial
or other material support. 1 he pay-off will be the positive image
of the school which. directly or indirectly, may lead to additional
enrolments,
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Hirincial contributions may be sought from time to time but in
the ,:onteht of ongoing linkage, of the kind &whiled -above.
C:ontributions or ,,00nsorship should preferably link the donor to
the ::chool_iit matter:onntstual interest. For example, a company
associated in sonic. way With the publkhing industry may sponsor
the pubhcatiiin of the loot charter,

A Culture of Excellence at Central, Regional and
Other Levels

While.' the focus of this chapter is the culture of the school, it is important
to note that a whine of excellence in a self-ananaging school must be
Nupported and sustained by rompIrmrntary changes at the 4:tiirral. regional
and other levels outside the. school.

01 the most powerful expres.,ions of this need appeared recently
in the re', lel.% of education in the state of New South Wales in Au,tralia,
government accepted the major recommendation of litian Scoff , who
conducted the re% iew. 'to nuke all school; well-managed, self-determining,
self-renewing centrei of ee,ticational quality' ."

It 1- mu:Testing to blyclight statements by Scott in his recent and
comprehensi% e report on school-centred education to Neiri, ',owl! WA.,
which make clear that there must he a Change in culture at central, regional
and other levels outside the school:1'

. the assumption !hat hr. guided the de%elopment of the
New South Wales school system for more than 104..1 years
namely, that the quality of school education is be adileVal
through a centralised system is no longer valid for a modern,
technologically-advanced state,

The inflexibility of the Department's structures and procedures
has nude it unresponsive to the real educative needs of students
and t.eachers.

The Department] . should he %veil capable of adapting to
the rate of change prescribed. To put the point metaphorically,
it R pos:,ide to teach the elephant to dance. even though a
quidc.-step may be Out Of the question.

(The seniornioq officers) . . will be agents of change during
fundamcntal redefinition of corporate culture. Such a role

.,s111 not come easily to those who have ken part of a different
culture, in r,orne Ca4C4 for more %hart 34-1 years.

9
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The past era of highly paternal and protective leadership is no
longer culturally appropriate or relevant.

-- [There ... a need to turn the Impartment-responsibly_ for_
school _education 'downside up'.

The Review recommends that (he term Thad Office.' should
na longer be used, and that 'Central Executive' should b
adopted :IS a more appropriate label . .

The cultural dimensions or aloe statements arc evident, especially in
respect to values and beliefs, organisational structures and processes, lan-
guage and metaphor. Notwithstanding the need for a centrally determined
framework, the essence of the change may be summarised in the language
of a Single word, 4 shift from 'direction' to `support'. Citing an earlier
briefing paper, scott asserted that: '1 he objective of the system's policy-
making hinctions and administrative operations should be to provide
excellent support for the classroom teacher. A tivities which do not sup-
port this. Fbjel tine should be severely ipiestioned We return to the twine
of change at the system level in Chapter 8 where our concern is how the
system can be transIbrined.

Implications for School Leaders

Several implications for school leaders will already be evident from the
illustrations offered thus far. rhe following list of ten i% not exhaustise.
It incorporates some guidelines and strategies for those with an opportu-
nity to exercise leadership in creating and sustaining a culture ofexcellence
in a selima aging school.

1 School leaders should be able to describe and analyse the
culture of their school. Figure 4.1 may he used a; a checklist to carry
out this task. The sections of this chapter which dealt with the culture of
excellence and the culture of self-management may also be useful in
commenting on the extent to which a strong culture has been achieved.

2 In creating and sustaining a culture of excellence, school
leaders should be able to work with others in the school's com-
munity to define elements of excellence which arc relevant to their
setting, and to identify and resolve inconsistencies between these
aid the various manifestations of culture in their schools. They should
ensure that the underlying values and beliefs arc reflected in a consistent
manner in the various tangible manifestations of the school's culture. Here
again, Figure 4.1 furnishes a systematic view of the manikstation, or
culture and may assist in the identification of inconsistencies. For cKample,
4 core value in the particular view of excellence in a school may be a
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quality education along the lines we set out in the first section of the
chapter, Yet a review of the awards which are made at the end-of year
graduation may not include recognition of achievement in the arts. The
process for determining awards may not yet reflect the -value placed on-
empowerent, suggesting _that a more rrprewntative awards _committee--
be struck in the following year.

3 The creation or changing ofa school's culture will take time.
culture is nut firrniulated and implemented like a policy or procedure.
School culture is not school climate which can he transient in nature, A
strong culture involves a shared commitment and concerted action among
individuals and groups in the school's community, and the time for its
development will more likely be measured in years or months than in
weeks or days. The reasons are evident if we return to the basic notion of
_school culture as 'the way we do things around here'. We are referring to
1.41 1114110i,..tatkins of 4ssiiiiiptioP4, vAltie± and bath in the otdinaq
clay -to.day activities of the school.

4 Creating or sustaining a school's culture will be more
difficult in some sittings. Difficulties may he experienced, for example,
where for a variety of re.0011%, the school community is fragmented in it-,
assuniptions, values and beliefs about schooling, or when mutually sup-
porting relationships among principal, staff, students, parents and others
in the school community are not strong. In these situations we describe
the 'social capital' of the school as low, Additional resources, including a
commitment of time on the part of the school's leaders, may need to be
invested to build the social capital of the school. We take up this issue in
more detail in Chapter 6 in the context of educational leadership and the
empowering ofa Loiiounit4.

S School leaders should be able to 'see the larger picture'
discern the megatrends appreciating that elements of a school's
culture are in many respects determined by forces which are shaping
society as a whole. The trend to self-management is itself a reflection of
a number of broader trends, or Megatrendq, in the manner we outlined in
Chapter I. One may not necessarily subscribe to the same view a, Naisbitt
and Aburdene," but sonic of the megatrends they see for the 1990s will
have a profound effect on schools in the years ahead, especially those
concerned with the renaissance in the arts. the rot of women in leader-
ship, i wider interest in spirituality and 'the triumph of the individual'.
While trends which arc more local in nature will be of inure immediate
importance. the leader in the self-managing school will likely be exploring
the various scenarios for the years ahead. This is an aspect of strategic
leadership which we describe and illustrate in Chapter 5. We also offer
some scenarios in Chapter 9.

6 While our personal view of excellence outlined earlier referred to
certaiu enduring goals in a quality education (The school is a centre for
communicating civilisation.). the culture of a self-managing school
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must incorporate the need to manage continuing change. Scott
acknowledged this reality in making recommendations for change in New
South Wales, asserting that' .. . in the modern world we now live in.
school -education its- curriculum, its-teaching and learning processes,
and its delivery systems should be in a continual state of adaptation'.1'
Schools leaders will thus ensure that appropriate structures and processes
are in place to manage this state of affairs. The rapid formation of a working
party or problem-solving tears, even if the response is to buffer the school
against a particular change, is simply part of 'the way we do things around
hew'.

7 While the development of a school's culture calls for the exercise
of higher order leadership, attention must also be given to technical,
human and educational facets of leadership. If the values and beliefs
which underpin the culture of the school are indeed to shape day-to-day
activities and oiatComes for students, then (i) suitable curriculum and
approaches to learning and teaching must be devised to meet the full range
()I-student needs, (ii) the resultant educational program must he timetabled
and coordinated, and (iii) processes must be put in place to ensure the
appropriate ins olvement of members of the cchool community in decision-
making processes. These arc demanding times for those who work in
schools, and the necessary psychological support must also be provided.
Indeed, the culture of the school should incorporate the value of caring;
and 'the way we do things around here' should include a range of pro-
cedures, rituals and ceremonies to help people cope. In Chapter H we deal
with the perils of restructuring in education and show how the culture of
the school can be used in this fashion.

8 It is clear that all of these facets of cultural leadership cannot
be exercised by one or a small number of people. The principal and
other leaders should be Jdept at empowering others. A culture for excellence
in a self - managing school will nurture leadership on the widest possible
scale. There will be an element ofrisk-taking in the management of human
resources.

9 School leaders should also be adept in the way they manage
symbols. In this context symbols are those words, actions and rewards
which focus the attention of members oldie school's community on matters
of importance. Opportunities abound if one considers the various tangible
manifestations of culture, especially in respect to rituals, ceremonies,
stories, heroes, artifacts and memorabilia. In each instance the words or
actions or rewards may not, in themselves, contribute in a substantive
way to the achievement of educational goals, but they may do so, in an
indirect manner. through the meanings they convey. For example, the
events school leaders choose to attend send messages to others about what
is valued in the school. The words school leaders use in speaking to students
and stall has e the same effect. Likewise, the manner in which a school
receives its visitors a Illelail rehearsal of what visitors see and hear
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when they arrive at the school and meet its leaders and others will
reveal much about the values of the school and may suggest ways in
which changes might be made to reflect a culture of excellence in a self-
managing- school.

10 'Dramatic consciousness' is important in the exercise_ of
cultural leadership. Leadership of the kind outlined here placc,, an em-
phasis on the cultural as much as the managerial. Indeed, it is appropriate
to broaden our language, including our metaphors, and select c-orn the
cultural in the broad, everyday sense of the word. Robert J. Starratt has
done this in a recent book in which he introduced the metaphor of drama.
He had this to say about the need for a different perspective:

The language of efficiency and effectiveness cannot be thought to
encompass the essence of schooling . . The perspectives: on
schooling derived tram organisation and management theory need
to be seen against a broader and deeper landscape. Such a ti-esh
perspective of schooling emerges when we conceive of schooling
as drama. The argument . unfolds the human drama inherent in
schooling, a drama not only of the individual person attempting
to fashion an identity, but a drama of a community in the process
of defining itself. The sett .ling process can be described as drama,
not only because of the stakes involved for the players, but also
because of the stakes for society."'

Starratt utilised this metaphor in suggesting that 'dramatic conscious-
ness' is a requirement for leadership. In brief. this requires a leader to be
conscious of the manner in which even the simplest word or action in
the course of ordinary, everyday activities can be full of meaning for those
who hear or observe. The long-term impact may be profound. The parallels
with the so-called 'butterfly effect' in chaos theory arc palpable." There is
a strong clement of dramatic consciousness in our guidelines for market-
ing in the culture of a self-managing school, especially that which focused
on ordinary day-to-day activities: 'Is attention paid to the marketing
potential of special events and, especially, ordinary day-to-day activities,
including the manner in which students, parents and others in the school
community are welcomed; ceremonies are conducted; mail and telephone
calls are initiated and answered?'

Summary

Let us return to our opening theme. Expressed simply, a school's culture
is 'the way we do things around here'. That way in a self-managing school
is likely to be significantly' different from that in a school which has not
been empow _Ted for self-management, While many manifestations of
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culture will remain unchanged, we have proposed that the core values
underpinning a culture of excellence in a self-managing school should be
quality, effectiveness, equity. efficiency and empowerment. The particu-
lar way in which these values will be manifested in a particular-setting is
amat ter for decision at_the local level, A strong culture will emerge-when
shared commitment has been achieved and there is a high degree of con-
sistency among the different tangible manifestations of these core values.
We then outlined some major features of a culture of self-management,
referring to assumptions, values and beliefs related to subsidiarity, em-
powerment, trust, synergy and responsibility, We suggested that patterns
of behaviour which educators have often rejected can become part of this
culture, in particular those concerned with marketing, efficiency and ac-
countability. We selected one of these, marketing, to illustate an approach
to changing the culture of the school in a manner which has educational
integrity.

Ten implications for leaders were identified. In summary, these were
concerned with a capacity to describe and analyse a school's culture; a
capacity to work with others to build a shared commitment to the cultural
underpinnings of the school; recognition that the development of a school's
culture will take time; acknowledgment that development of a school's cul-
ture will be difficult in some settings; the importance of discerning mega-
trends and 'seeing the larger picture'; establishing structures and processes
to manage continuing change, deploying a wide range of approaches to
leadership with the managerial supporting the cultural; empowerment of
others and the achievement of 'leadership density': a capacity to manage
symbols to focus attention on matters of importance; and 'dramatic con-
sciousness' in the exercise of leadership.

The power of a school's culture is es,ident. not only in helping to
achieve excellence but also in the manner it provides a buffer against the
harmful effects of continuous change. There is thus a challenging and
enriching opportunity for cultural leadership in a self-managing school.
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5 Strategic Leadership:
Taking Charge of the Agenda

In this chapter we focus on the role of the leader in a major process in the
refined model for self-management, namely, strategic planning. The
outcome is a development plan, often referred to as a strategic plan, a
corporate plan or an improvement plan.

As set out in Chapter 2, we found in much of our work in different
settings that schools were experiencing difficulty in coping with continuous
change and complex agenda, much of which was set outside the school
and its community. Our observations in these settings, ongoing experi-
ence at Rosebery, and research findings suggest that schools which are
coping best have developed a capacity for setting their own priorities.'
They use a variety of structures and processes which are, essentially, a
form of school-based strategic planning. Their response is consistent with
Fullan's call, noted in Chapter 3, for initiatives to break the chain of
dependency on centrally determined prescriptions for change.2 We ac-
knowledge, of course, that centrally determined frameworks are necessary
and desirable; we are referring to what is possible when systems of schools
are committed to the approach we describe as self-management and when
schools seize the opportunity which is thereby afforded to 'take charge of
their own agenda'.

Our first task is to define in operational terms what we mean by
strategic leadership. We turn then to a model for strategic planning which
is suitable for use in schools. We provide illustrations from our own work
and offer guidelines for others who ma:, wish to adapt the approach to
their own settings.

Strategic Leadership

Strategic leadership is distinguished from ongoing, routine, day-to-day
leadership on three dimensions: time, scale of issue and scope of action. As
far as time is concerned, strategic leadership is more concerned with the
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longer term than the shorter term. Issues tend to be national and inter-
national as well as local in their scale. Scope of action tends to be more
school-wide than program-focused. By implication, the outcomes are
strategies for action, being more at the policy level in respect to their
specification of broad guidelines for action.

Strategic leadership is best defined in operational terms, that-is, by
listing what leaders actually do when they are engaged in strategic leader-
ship. For the school as a whole, principals exercise strategic leadership by:

keeping abreast of trends and issues, threats and opportunities in
the school environment and in society at large, nationally and
internationally; discerning the `megatrends' and anticipating their
impact on education generally and on the school in particular;
sharing their knowledge with others in the school's community
and encouraging other school leaders to do the same in their areas
of interest;
establishing structures and processes which enable the school to
set priorities and formulate strategies which take account of likely
and/or preferred futures; being a key source of expertise as these
occur;
ensuring that the attention of the school community is focused on
matters of strategic importance;
monitoring the implementation of strategies as well as emerging
strategic issues in the wider environment; facilitating an ongoing
process of review.

Leaders other than principals will exercise strategic leadership in a
self-managing school, especially leaders of program teams. The scale of
action may have a focus on individual programs, but school-wide con-
siderations are paramount.

Structures and Processes for the Exercise of
Strategic Leadership

We have observed a variety of approaches to strategic planning in schools.
In The Self-Managing School we described a rudimentary form in use at
Rosebery, essentially the setting of priorities among different policies and
programs according to an appraisal of local needs and expectations at the
system level. Since the time of publication, as we noted earlier, centrally
determined expectations have tended to overwhelm the local agenda. Some
schools have adopted approaches to strategic planning which have been
used in the private sector. In searching for a framework to guide schools
in general, we have found the approach advocated by John Bryson to
be most helpful. His interest was in the needs of public and non-profit
organisations.'
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We have made adaptations to Bryson's approach so that it is consistent
with our refined model for self-management. There are seven stages in the
adaptation as illustrated in Figure 5.1.

formulating a plan for strategic planning;
reviewing the school charter to clarify mission;
reviewing the school charter to clarify authority;
identifying scenarios for the likely impact on the school of changes
in its external environment, and the threats and opportunities as-
sociated with each;
appraising resources, current strategies and recent outcomes to
determine strengths and limitations;
generating a list of strategic issues, in order of priority, on the
basis of strengths, limitations, opportunities and threats;
formulating strategies for action for each of the strategic issues;
describing a vision for the school when all strategies have been
successfully implemented.

Two matters are noteworthy before we describe each stage of the
approach. The first is related to purpose. The process should not be viewed
as an additional demand on schools which are already overloaded. The
intention is to lighten the load and reduce dependency on others; it should
foster a sense of regained control and empowerment. If these are not the
effects, then whatever procedures have been employed should be refined
or replaced. Consistent with our guidelines in The Self-Managing School,
there should be a minimum of paperwork. The second is related to the
nature of the model. We describe eight ongoing interrelated tasks rather
than eight discrete, linear events. While particular activities involving a
limited number of people might be organised from time to time to focus
attention on each of these tasks, it is desirable, indeed inevitable, that
informal discussions involving many people occur continuously.

What follows is a brief description of the eight stages of the process,
with particular attention being given to the role of the principal and other
leaders. Illustrations in two settings will then be provided.

Formulating a plan

The first stage is the formulation of a plan for strategic planning. Given
that this is a policy-level task, it is likely that this will be prepared for and
be approved by the policy-making group. Like any other plan, it will
specify what will be done, when it will be done, by whom it will be done
and with what resources. Implied here is that the outcomes of the process
will be determined at this point. In general, we recommend that the written
outcome, which we describe as a development plan, be a relatively short

S
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Strategic Leadership

document, no longer than about ten pages, with a single-page summary
for easy communication to all in the school community. This document
will describe in general terms the issues to be addressed and the strategies
to be employed, -including specification of responsibility, estimates of
resource needs, and schedules for implementation. A brief description of
what the school will be like when the strategies are successfully implemented
should also be included. There is no place for detailed prescriptions of
particular courses of action; indeed, much of this sort of detail need never
be committed to paper. There should also be agreement about the language
of the development plan. We suggest simple descriptions of unresolved
matters of concern (issues) and courses of action (strategies) in language
which will be readily understood by all in the school community.

It is important in this initial planning stage to determine who will be
involved and the manner of their involvement. We recommend the same
criteria we offered for determining involvement in working parties during
the policy-making process: 'Who has a stake in the outcome?' and 'Who
has expertise to offer?' A relatively small group may coordinate the process
and prepare drafts plans, but there should be consultation with different
individuals and groups in the school community, either with the whole or
with representative samples of the whole when numbers are large. Key
events such as strategic planning seminars should be scheduled. It is in-
tended that strategic planning be dynamic, so the schedule should include
the period of time each year when the development plan will be refined
and updated.

The roles of key people should be specified, especially those of the
principal and other leaders who will be expert sources of information as
well as participants in the decision-making process.

Reviewing the charter of the school

Bryson suggested two stages following the formulation of the plan for
strategic planning. One is to review the 'mandate' of the oiganisation, that
is, to review the extent to which the school has authority and responsibil-
ity. This constitutes a preliminary examination of the external environment.
The second is to review the mission of the school, constituting a preliminary
examination of the internal environment. In our refined model for self-
management, we have proposed a charter which will integrate these
considerations, with a school charter defined in Chapter 2 as a document
to which both government and school policy group (council, board) have
given their assent, containing a summary of the centrally determined
framework of priorities and standards; an outline of the means by which
the school will address this framework; an account of the school's mission,
vis; priorities, needs and programs, together with an overview of the
strategies which will be followed in addressing them; reference to key
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decision-making processes and approaches to program evaluation; all re-
flecting the culture of the school and an intended pattern of action in the
medium to longer term. We should note here that the strategic plan differs
from the charter in one important respect: the former is intended to ad-
dress issues in the medium term, with priorities reviewed and refined
annually; the latter is intended to be relevant for a longer period, say three
to five years or more, without annual review.

We acknowledge that most schools will not presently have a docu-
ment along the lines of a school charter, so our description of this stage
of the process will consider the two stages which were identified by Bryson.

Clarifying Authority and Responsibility. The purpose of the whole en-
deavour is to help schools 'take charge of their own agenda', within a
centrally determined framework of goals, priorities and requirements for
accountability. The extent to which a school has the authority and re-
sponsibility to do this must be made clear to all at the outset, and throughout
the process as different people become involved in the process. The principal
is likely to be the most appropriate person to brief other leaders and
participants in general. These other leaders will, in turn, brief members of
their groups and organisations.

Reviewing the Mission of the School. In similar fashion, it is important that
participants in the process are aware of the school's mission, defined in
Chapter 2 as its purpose for existence in a particular community. A
statement of mission usually includes major beliefs about the particular
kind of schooling to be offered and the broad goals which will give shape
to its program. It will preferably contain some words which establish its
context, noting particular characteristics and educational needs of the
community in which it is located. Mission statements come in various
forms but, in our view, are best expressed concisely, in less than one
hundred words, so that they can be reproduced easily to provide a focus
of attention in important documents and at times and places which will
gain the interest of all in the school community. The formulation of a
development plan is one such occasion when the mission statement should
be the focus of attention.

A review of mission is important in strategic planning because it
provides a starting point for participants to identify those aspects of the
school's current operations which may no longer be of sufficient priority
to warrant a commitment of resources. It may also help identify gaps in
the program which need to be addressed in the development plan. It may
also give rise to a review of the mission statement itself and, in the longer
term, the school charter, something which participants may feel needs to
be done before work on the development plan can proceed. Major refine-
ments can, of course, be time-consuming, and it may be appropriate to
proceed with a draft of a refined mission statement or charter.
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Some schools may not have a mission statement or charter. Instead,
there will be a variety of documents containing goals or aims of the school,
statements of philosophy or belief, or a collection of policies. These may
serve the same purpose as far as offering a starting point for strategic
planning is concerned. If the school has none of these documents and no
mission or charter, we recommend that time be invested at the outset in
formulating at least a draft mission statement so that the strategic planning
process can proceed. We have found in our work in different settings that
much progress can still be made with informal understandings and loosely
worded statements, even gaps which, in a rational sense, appear serious.
In fact, the formulation of a mission statement might come easily after a
strategic plan has been formulated. The various discussions, debates and
decisions may focus the attention of participants on matters of importance
in a much more effective manner than attempting to prepare a mission
statement before participants have had a chance to come to grips with the
purpose, priorities and programs of the school.

Identifying scenarios: threats and opportunities in the external
environment

The first three stages are essentially laying the foundation for the strategic
planning process. The first major task is likely to be the identification of
scenarios which arise from a scanning of the external environment, and it
is in this area that strategic leadership is required of the principal. Environ-
mental scanning occurs in three interrelated areas we will describe simply
as context, curriculum and community.

1 Context. Scanning the context for education calls for the principal
and other leaders to take account of trends and issues which may be broadly
described as political, economic, legal, technological, cultural and demo-
graphic. Strategic leadership calls for awareness of the ways in which
changes in the political-governmental sphere may affect the school. Related
to these will be the likely impact of economic factors. At the time of
writing Australia is in the most serious recession since the depression.
There have been general effects experienced by all schools but also local
effects associated, for example, with the collapse of financial institutions
which served large numbers of people in particular towns and cities, major
job losses in the automobile and mining industries, and a collapse in the
international wool market. Local effects have included loss of enrolments,
increase in transiency rates, and inability of parents to meet the costs of
books and other materials. These may not, however, constitute long-term
trends. Those which have long-term significance include major changes in
political and economic alignments such as the emergence of the European
Economic Community and nations in the Pacific Rim as powerful asso-
ciations of interests. There may be long-term implications of the Gulf War
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as far as schools are concerned, including changes to curriculum and changes
to attitudes and patterns of student behaviour in relation to nations and
students from nations which participated in or were affected by the war.

Legal factors include matters related to family law and the implications
of equal opportunity legislation. Political, economic and legal factors
combine in matters broadly described as industrial. It seems that schools
in most countries under consideration in this book are constrained in their
planning by an increasing array of conditions which serve, on the one
hand, to ensure uniformity in efforts to provide teachers with a secure and
safe working environment but, on the other hand, to limit the degree of
freedom in school self-management. In the United States there is a trend
toward relaxation of these constraints, with provision for 'waiver' under
clearly defined circumstances in school systems which have embraced the
notion of self-management. We take up these matters in Chapter 8 in the
context of system-level change.

Technological developments relate especially to computers and tele-
communications and the opportunity they provide for enhanced manage-
ment of information in learning and teaching and the support of learning
and teaching. Cultural and demographic changes may be local in their
effects, but there are broader trends about which principals and other
school leaders should be aware, including the values, beliefs and practices
of people from different ethnic and religious backgrounds and long-term
demographic trends and associated enrolment projections for particular
communities as well as the nation in general..

In general, the scanning of the context for education calls for a capacity
to discern what were described in Chapter 1 as megatrends as well as
particular trends and issues which are affecting a nation, state or local
community. The implication is that principals and other school leaders
will read widely, will have a wide range of other sources of information,
and will engage their colleagues and others in the school community in
discussion of these matters and their likely impact on the school. Special
seminars, workshops, meetings or retreats which form part of a plan for
strategic planning provide opportunities for the formal presentation of
information along these lines.

2 Curriculum. Most of these contextual factors have a direct
impact on education. For example, technological developments have major
implications for the curriculum and approaches to learning and teaching.
International developments in matters related to the economy have major
implications for the responsiveness of business and industry which call, in
turn, for responsiveness in schools. These relationships were explored in
more detail in Chapter 1. However, principals and other school leaders
should be knowledgeable about trends and issues in education in a more
specific sense, especial'. a relation to learning and teaching. There have
been major advances in knowledge in recent years of a kind which makes
it possible to bring rhetoric to reality as far as meeting the needs of all
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students is concerned. For many school leaders, the preparation for teach-
ing received in pre-service programs is inadequate, and ongoing in-service
or staff development programs are required to update their knowledge.
We explore needs and programs in more detail in Chapter 6. What we
describe here is essentially the enhancement of the professional culture of
the school so that the principal and others are continually learning about
their profession, consistent with Holly and Southworth's image of 'The
Developing School'.'

A plan for strategic planning should include events where advances in
knowledge about learning and teaching are shared and addressed in the
setting of priorities. However, if what we describe is to become part of
the culture of 'the developing school', these activities should be more or
less continuous in the day-to-day life of the school.

3 Community. Our view of the self-managing school includes
the immediate community of principal, teachers and other staff, students,
parents and others who live or work in the neighbourhood. We include
matters related to their interests in an appraisal of the internal environment
of the school. As far as the external environment is concerned, scanning
of community refers more broadly to the attitudes of the community
towards education and schooling in general. A characteristic of society in
the later years of this century in most countries under consideration is a
more active involvement of members of the community. In some instances
this is a return to relationships which prevailed in the past. Indicators of
change include the emergence or re-emergence of school councils or school
boards, and a removal of enrolment or zoning restrictions which require
students to attend particular schools, regardless of their interests and wishes
or those of their parents. At a central level, governments are generally
more responsive than before to the concerns of parents and other interest
groups such as business and industry, in contrast to a situation which
prevailed for much of this .,entury when ministers relied on the permanent
head of the school system to provide policy advice. The implication for
principals and other school leaders in the self-managing school is the need
to keep abreast of community interests and concerns as they relate to
education and schooling.

Included in the community aspect of this scanning of the external en-
vironment are other schools and organisations which provide support. Like
Bryson, we classify these broadly as competitors and collaborators. What
occurs in other schools in systems of government and non-government
schools as well as in independent schools is relevant to the self-managing
school. To express it bluntly, many of these schools are competitors. If
the self-managing school has a mission which makes it special within the
community of schools in a particular town or city, it is important to know
about the programs in other schools so that points of similarity or difference
can be addressed and appropriate marketing initiatives can be prepared.
We take a positive view of marketing here, one which has educational
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integrity in the manner described in Chapter 4. In similar fashion, leaders
in the self-managing school need to take account of trends and issues in
their educational communities as they concern the work of organisations

-which can- provide support for schools: -these might be viewed as col-
laborators. In some countries there is a decline in the provision of such
services, described in Chapter 1 in the context of declining resources and,
in some instances, budgetary crises. Monitoring such developments,
identifying other sources of potential support and identifying likely future
developments are all part of this aspect of strategic leadership.

So far we have referred to the need for school leaders, especially the
principal, to engage in environmental scanning in three areas described
simply as context, curriculum and community. Essentially this is a matter
of being knowledgeable about trends and issues in these areas and bringing
these to the attention of others in the school's community. In order to-
make use of this information in a development plan, it is important to
sense the extent to which these represent threats or opportunities to the
school as far as the achievement of its mission is concerned. Some are
clearly threats, for example, a decline in enrolments and resources arising
from an economic recession. Advances in technology present opportunities
for schools to improve the management of information in learning and the
support of learning. The extent to which these constitute threats and
opportunities is aided by the process of scenario writing. Essentially this
involves asking a series of questions such as 'If this happens, what is the
effect on our school?' For example, 'if the nation continues to experience
an economic recession, if the mining industry which supports our com-
munity remains in decline, if non-government schools continue to lose
students to government schools, then the effect on our school will be. . .

The outcome of this kind of analysis will be a series of strategic issues
which may be addressed in the development plan. These issues will also
be shaped by an appraisal of the school's internal environment in the
manner described below.

An analysis of threats and opportunities and the identification of
strategic issues are tasks which lend themselves to a seminar or workshop
style of activity. As we have made clear in several places, it is important
that discourse on these matters be ongoing, but a formally organised event
of this kind provides a focus for deliberations and a further opportunity to
bring together key representatives of different groups in the school's
community.

Appraising the school's resources, current strategies and recent

outcomes: strength and limitations in the internal environment

An intention of strategic planning is to identify issues, set priorities and
formulate strategies to assist the school address its charter or fulfil its
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mission. A critical consideration will be the extent to which the resources
of the school, the strategies currently in place and its achievements to date
make a contribution to this end.

Resources. In appraising the resources of the school, the principal and
othe- leaders will take account of the various kinds of capital: physical,
financial, human, educational and social. Physical capital refers to the
buildings, grounds and equipment. Financial capital includes the reserves
built up by the school including, where appropriate, any foundations which
have been established, current and anticipated levels of fees and grants,
including recurrent grants from governments and other public authorities.
Human capital refers to the knowledge and skills of teachers, support staff
and others who are in a position to assist the school. Educational resources
include the library and other learning support services, computers and
telecommunication facilities inside the school and elsewhere in the wider
educational community. Social capital, a concept popularised in recent
years by Coleman and Hoffer,' was defined in Chapter 4 in terms of the
strength of mutually supporting relationships among principal, teachers
and other staff, students, parents and other members of the school's
community.

Current Strategies. Current strategies include the curriculum of the school;
approaches to learning and teaching; structures and processes for planning,
problem-solving, decision-making and evaluation, including the organ-
isational structures of the school; and how the services of individuals and
units elsewhere in the system and in the wider educational community are
utilised.

Recent Outcomes. Information about the manner in which the school is
currently achieving its mission, in a general sense and in the various learning
programs in the school, is important in the strategic planning process. In
addition to results on a variety of internal and external tests, reports of
minor and major program evaluations conducted on a cyclical basis as
outlined in The Self-Managing School will also be utilised. A variety of
other indicators may be utilised, including retention rates, absentee rates,
staff turnover, measures of school climate, placement and further education
of graduates. Matters related to the use of indicators are explored further
in Chapter 7; the point we make here is that there will be an array of
information about recent outcomes which will assist those involved in
strategic planning to identify issues to be addressed in the next stage of the
process.

It will be apparent that a number of leaders will be involved in ap-
praising the internal environment of the school. In addition to the prin-
cipal, leaders of all program units and others with special responsibilities
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across the school will be able to contribute. Much of the information
described above will be known to many on a more or less continuous
basis, but, as in the appraisal of the external environment, it is worthwhile
to include in the plan for strategic planning one or more seminars, work-
shops or retreats when all of this information is brought together in formal
fashion. The intention is then to assess the current strengths and limita-
tions of the school.

Establishing a priority among issues of strategic significance

At this stage of the process those engaged in strategic planning will have
at hand a variety of scenarios, being the outcome of an appraisal of the ex-
ternal environment, with attendant threats and opportunities for the school;
and some sense of the strengths and limitations of current operations,
being the outcome of an appraisal of the internal environment. The task
now is to make a list of strategic issues which are essentially a set of
unresolved matters of concern which may warrant action in the future
according to the priorities attached to each. These issues may take several
forms, implied by descriptions of strengths, limitations, opportunities
and threats. Expressed in the form of questions, these issues may be
identified in the follow:.ng manner. In the light of the information gathered
thus far:

What opportunities are presented to the school arising from changes
in context (political, economic, legal, technological, cultural and
demographic), curriculum (including approaches to learning and
teaching and the support of learning and teaching) and community
(including matters related to current and potential competitors and
collaborators) which can be taken up by the school to enable it
more effectively to achieve its mission?
What threats are presented by changes in context, curriculum and
community which must be countered or buffered by the school in
order that it can maintain its progress in achieving its mission?
What internal limitations are evident among resources, current
strategies and recent outcomes which may serve to place boundaries
on the extent to which the school can take up opportunities or
counter threats?
What internal strengths will assist the school in taking up op-
portunities or countering threats?

Responses to these questions might be invited from all who have
participated in the process thus far, but a crucial task of the principal and
other school leaders will be to formulate a concise list of issues which
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should be addressed in the strategic plan and to establish an order of
priority for action. The criteria for establishing such an order may include
urgency, especially in relation to countering a threat or overcoming a

__limitation, and potential con-ribution to the achievement of the school's
mission, especially in relation to opportunities and strengths. The views
of a wider group might be sought in establishing an order of priority. In
the final analysis, the decision on the order will be taken by the poi :y
group, but leaders will play a crucial part because of the expertise they will
bring to bear.

While there are no hard and fast guidelines on the matter, we do not
recommend a long list of priorities. Very stringent tests should be applied
to keep these to a minimum, especially in respect to those issues arising
from demands outside the school's community which are not related in
a significant way to the achievement of the school's mission. A max-
imum in the range of five to eight is offered as a rough guide to what
can be managed in addition to meeting the ongoing routine needs of the
school.

Formulating strategies for action

The next task is to formulate strategies for each of the issues for which a
priority has been set. In each instance there will be appraisal of alternatives
in the light of available resources and, for the preferred alternative, the
formulation of a broad plan for action with the usual specification of what
will be done, by whom it will be done, when it will be done and so on.
It is likely that, for some issues, action will proceed in stages over several
years.

We stress that thi'z need be only a broad plan, with detailed specifi-
cations worked out as part of the annual planning process. The intention
at this point is to prepare the strategic plan which, as stated at the outset,
is a relatively brief document of no more than ten pages, capable of
summary in a maximum of one page.

It is possible and desirable to involve a number of people in this task.
Small working parties can be formed to prepare the broad plan for each
of the strategic issues. The same guidelines offered for working parties in
the policy-making process might be followed: a maximum of six to eight
chosen or volunteered according to stake and expertise, with information
gathered from others when necessary. Given that the development plan
for the school as a whole should normally not exceed ten pages, then each
broad plan need not exceed one page if, say, six strategic issues have been
included among priorities to be addressed. The remaining pages are devoted
to a summary of strengths, limitations, opportunities and threats identi-
fied in earlier work, together with other contextual information and a
concluding statement of a visionary nature.

1OJ
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Describing the future: vision in strategic planning

The final task is to describe what the school will be like when all of the
strategies have been successfully implemented. This is an important part
of the process-because it will demonstrate the worth of the plan, build
confidence in the capacity of the school to 'take charge', and foster
commitment to the ongoing activities which follow adoption. What we
are describing is, essentially, a vision within a vision.

The task of writing this vision can be given to a small representative
group or to a single individual. The outcome should be a concise, well-
written, attractive and reassuring statement, thus strong writing skills will
be required. It will be incorporated in the development plan, possibly as
a concluding statement, as it is adopted by the policy group.

The Dynamic Nature of Strategic Planning

Thus far we have considered the process of strategy formulation. Strategy
implementation and strategy review are also included in the total process
for strategic planning as illustrated in Figure 5.1. We do not go into the
details of these aspects of the approach since they do not differ in any
significant respect from policy implementation and program evaluation.
We do, however, wish to draw attention to the dynamic nature of stra-
tegic planning.

Once approved, the development plan will provide a framework for
annual planning for whatever period of time is covered by the former. It
may be three to five years. It should be understood, however, that the
development plan can be reviewed at any time, certainly annually, given
that change in both external and internal environments are likely to be
continuous. New issues may arise, new priorities may need to be set.
Herein lies the merit of a relatively short document and a widely dispersed
capacity for strategic leadership. The task of ongoing review and refine-
ment should not be a burden; indeed, as noted from the outset, the intention
is that the process is a means of help, g cope with continuous change by
affording an opportunity for the school to 'take charge of its own agenda'.
The point is that, at any moment in time, the school has before it a
development plan which provides a framework for the annual plan.

Managing the process of review will be a key responsibility for the
principal or another leader to whom such responsibility has been delegated.
All leaders will be exercising strategic leadership in an ongoing fashion by
continuously focusing the attention of all in the school community on
matters of strategic importance.
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Illustrations of Strategic Leadership

Two illustrations of strategic leadership are provided. The first is contained
in an account of the preparation of a development plan at St Anne's and
Gippsland Grammar School in Sale, Victoria,- Australia. The second is set
at Rosebery District High School in Rosebery, Tasmania, the school which
pioneered the approach incorporated in the model for self-management.

St Anne's and Gippsland Grammar School

St Anne's and Gippsland Grammar School is an independent, non-
government school in the Victorian country town of Sale. It is, by its
nature, a self-managing school, although it must operate within government
guidelines in respect to the use of public funds it receives and to the
registration it must secure. The school is incorporated as a company. Its
governing body is a council which is responsible for property, financial
management and policy direction. The principal is responsible for the
implementation of policies and decisions of council and for all activities
associated with the internal management of the school. The school was
established in 1971 with the amalgamation of St Anne's Church of England
Girls' Grammar School, founded in 1924, and Gippsland Grammar School,
founded in 1961. It is a co-educational school with an enrolment in 1990
of 817 students, 243 in the Junior School (Preparatory to Year 6) and 574
in the Senior School (Years 7-12).

The school is selected for illustration because it utilised an adaptation
of the Bryson approach in the preparation of a development plan (known
at St Anne's and Gippsland Grammar School as the strategic plan) as
illustrated in Figure 5.1. In our view, this adaptation, along with the style
of strategic leadership adopted by the principal and others, is an exemplar
for any self-managing school. What follows is a brief account of what
took place, with illustrations of key outcomes, including a summary of
the development plan as it was approved by the school council.

In 1988 the school council, through its chairman, The Right Reverend
Colin Sheumack, Bishop of Gippsland, expressed its wish for a devel-
opment plan, but plans for its preparation were not fully realised until the
appointment of a new principal, Campbell Bairstow, in 1990. The adapta-
tion of the Bryson approach was selected after consultation with Brian
Caldwell, who served as facilitator of the process. Caldwell met initially
with Campbell Bairstow and the Head of Junior School, Mrs Elizabeth
Board. A time frame was established, commencing with a one-day seminar
in late August, concluding with the adoption by the school council in
mid-December of a development plan for 1991-95.

The starting point was a one-day residential strategic planning seminar
which commenced on a Friday evening and concluded on Saturday evening.
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Participants included fifteen members of the school council, the principal
and other senior school leaders, and representatives of teachers, old scholars
and the school foundation. Including a secretary and facilitator, a total of
thirty-two people attended. A process similar to that illustrated in Figure
5.1 was carried out in- seven sessions, each of one and one -half hours
duration. The following is a summary.
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The chairman of the school council opened the seminar with a state-
ment on the decision to prepare a development plan and a sum-
mary of preparations for the event. (This was in essence a report
on the stage described in Figure 5.1 as 'formulating a plan'.)
A review of 'The Nature and Purposes of the School' was carried
out in groups broadly representative of the school community.
When combined with the articles of incorporation, this statement
matches what we described in Chapter 2 as a school charter. (This
activity corresponds to the stage described in Figure 5.1 as 're-
viewing the charter of the school'.)
The principal gave a presentation in which he highlighted features
of the external environment, dealing mainly with political, eco-
nomic, social, technological, demographic and cultural factors from
a national, state and local perspective. Participants then worked in
their groups to prepare scenarios which summarised their views of
the likely impact on the school of threats and opportunities that
may arise from these factors. Three scenarios were prepared and
shared. (The presentation and subsequent activity correspond to
the task desbribed in Figure 5.1 as 'identifying scenarios: threats
and opportunities in the external environment'.)
The principal and five other senior school leaders then gave short
presentations on the internal environment of the school, these,
corresponding to matters classified in Table 5.1 as resources, current \
strategies and recent outcomes. Participants were then invited to
identify strengths and limitations which should be taken into ac-
count in listing issues to be addressed in the development plan. A
classification was provided, namely, curriculum, teaching, learning,
climate, culture, finance, staff and buildings. (These presentations
and activities correspond to the task described in Figure 5.1 as
'appraising the school's resources, current strategies and recent
outcomes: strengths and limitations in the internal environment'.)
Participants were then invited to identify issues to be addressed in
the development plan, taking account of discussions related to
external and internal environments. Six sets of issues were identi-
fied in the broad areas of finance, curriculum, facilities, marketing,
teaching and learning, management and structure. These issues
were expressed in the form of questions, for example, 'How can
the transition between Junior and Senior School be managed more
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effectively?', 'How can the curriculum in Years 7 and 8 be de-
signed and delivered more effectively?' and 'How can commun-
ications within the school and between the school and community
be enhanced?' (This activity corresponds to the task described in
Figure 5.1 as 'establishing a priority among issues of strategic
significance', although a priority order was not nominated at this
point.)
Participants then re-formed in teams according to their expertise
(in contrast to the previous grouping which furnished a represent-
ative cross-section of interests in each group). Issues were assigned
for the preparation of draft plans for action. Particular attention
was given to targets, sequence of activities, responsibilities, time
line and, where possible, estimated costs. These drafts were ex-
pressed in point form in about half a page in each instance. (This
task corresponds to that described in Figure 5.1 as 'formulating
strategies for action'.)
The final task in the one-day seminar was to prepare vision state-
ments describing what the school would be like when strategies
had been successfully implemented. Each of five cross-sectional
teams prepared such stat! nents. This activity, coming near the
end of an intensive day, tended to be uplifting and celebratory,
with the outcomes symbolising the success of the event and
confidence that the venture would bear fruit. (This activity cor-
responds to that described in Figure 5.1 as 'describing the future:
vision in strategic planning'.)

A small team consisting of the chairman of the school council, the
principal, the head of the junior school and the facilitator, prepared a plan
for taking the draft development plan forward, culminating in submission
of a final draft to the school council some ten weeks later. It was agreed
that the draft would be circulated among all participants, refined, then
circulated among all staff. Working parties would be formed to prepare a
more detailed specification of development plans, with the principal and
a representative working party to review all and establish an order of
priority.

These plans were followed in the manner described. A final meeting
of the principal, the head of the junior school and facilitator resulted in a
one-page summary of the development plan which was approved by the
school council. Details in plans for implementation are considered the
responsibility of the principal. An excerpt from the one-page summary
setting out the major strategies is contained in Figure 5.2. The total length
of the development plan, including the one-page summary, is nine pages.
Each element in the plan consists of brief statements on expected outcomes,
proposed action, responsibility and cost. Expected dates of completion are
provided.

1, Li
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Figure 5.2. Excerpts from Summary of Development Plan at St Anne's and Gipps land
Grammar School

THE ST ANNE'S AND GIPPSLAND GRAMMAR SCHOOL
DEVELOPMENT PLAN 1991-95

SCHOOL DEVELOPMENT

A School Development Officer will be appointed in 1991 to manage the tasks of public
relations, fund-raising, coordination of activities of Foundation and Old Scholars that are
relevant to development, quality communication with the school community, and
development of community support for the school and for education.

CURRICULUM DEVELOPMENT

A Director of Studies will be appointed in 1992 to carry out the tasks of curriculum
coordination across the school and to manage the curriculum to meet the needs of all
students in the years ahead.

FACILITIES

There will be improvement to facilities in the Library, Junior School, school grounds and
areas for individual work by staff and students. These will be carefully phased in over the
next five years according to priorities and availability of resources.

TEACHING AND LEARNING

A range of activities will be carried out to develop approaches to teaching and learning to
ensure that the needs of students will be met, that transition to Year 7 will be enhanced,
and that staff have support through professional development programs. These will be
carefully sequenced over the next three years according to the availability of resources
and the priorities set.

FINANCIAL MANAGEMENT

A range of policies and procedures will be put in place in 1991 to ensure that the financial
resources of the school will be planned and managed efficiently and effectively.

MANAGEMENT STRUCTURE

The management structure of the school will be refined over the next two years to
ensure that it more closely matches our curriculum and learning needs, providing
opportunity for more staff to exercise leadership, minimising hierarchical levels, consistent
with exemplary practice for schools and other organisations in the 1990s.

Different individuals and groups are involved in implementing the
plan, the outcomes of which are continually monitored, with refinements
as necessary. The plan provides the framework for the annual planning
process in the school. It is, as intended, a dynamic and concise document
which focuses the attention of all on important matters as they are con-
tinuously identified and reviewed in a climate of continuing change.

-r'he development plan was implemented in the first year in the manner
intended. After one year the same group that came together to prepare the
initial plan gathered again to review progress in implementation and to
make refinements for the year ahead. This half-day meeting included brief
reports by the principal and )ther leaders which provided summaries of
achievements as well as new threats and opportunities which presented
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themselves due to changes in the school's external environment (these
being mainly a consequence of the severe recession in Australia at the
time). There was some fine tuning of the development plan, mainly in the
form of a reordering of priorities. The impression received by Brian
Caldwell, who served as facilitator of this review meeting, was of a school
in charge of its agenda to the extent possible under difficult economic
conditions, with an air of determination and optimism apparent among
participants in the process.

This account highlights the importance of strategic leadership, exercised
in the main by the principal, but with very important contributions by the
chairman of the school council, the head of the junior school and others
who contributed in special ways at the seminar and in the subsequent
deliberations of working parties.

Rosebery District High School

Priority setting occurs at two points in the cycle of self-management at
Rosebery District High School: one during the process of preparing a
development plan, with refinements annually; the other annually in pre-
paration for the process of program planning and resource allocation.
Consideration is given here to the first of these; we describe and illustrate
the other in the section which follows.

Rosebery District High School has utilised a form of strategic plan-
ning since 1986, taking the initiative at the outset 'to take charge of its
own agenda' in the midst of more or less continuous change. The focus
has been on setting priorities for managing changes to curriculum and
certification requirements, paralleled by changes which will help teachers
acquire the knowledge and skills successfully to manage these changes.
Given this focus on curriculum and approaches to learning and teaching,
the preparation of the strategic plan has normally been the responsibility
of the principal and leaders of program units, in consultation with their
colleagues. The endorsement of school council is obtained.

A simple five-step process is used at Rosebery.

Issues to be addressed in the development plan are identified, these
being the outcomes of internal and, especially, external forces which
are analysed in similar fashion to that described in relation to Figure
5.1. These issues are described as 'planning elements'.
Action to be taken in addressing each planning element is then
specified. Several years are invariably required, so the concern
here is to determine a realistic time schedule, with responsibility
for implementation allocated among staff.
The action to be taken at the start of the schedule is specified in
some detail.
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The development plan is then prepared, summarising the planning
elements and a timetable for addressing each element over the
several years required for implementation. The strategic plan, once
endorsed by school council, is made available to all who will
be involved in implementation and to others on request.
The development plan is reviewed annually, with more detailed
specification of action in the year ahead, but with changes to
priorities as necessary as a result of changes in the external and
internal environment.

With relative stability as far as its community is concerned, the school
has been able to devote its energies in strategic planning to the afore-
mentioned matters related to curriculum and teaching. It has been able to
establish a five-year time frame for its development plan, with annual
revisions ensuring that there is always a schedule for the next five years.
Extensive system restructuring in 1990 and a further thrust toward self-
management in Tasmania, combined with sharply declining enrolments
which will accompany an anticipated cut -back in the town's mining in-
dustry, will almost certainly mean that the development plan in the early
years of the decade will deal with a wider range of issues, with a three-
year time horizon rather than five years as was possible in the late 1980s.

One noteworthy feature of the development plan at Rosebery is its
length, with only three pages required to summarise planning elements
and a timetable for action over a five-year period. For 1987-91, six planning
elements were identified in response to state-wide initiatives related to a
new curriculum framework at the secondary level and the introduction of
a Tasmanian Certificate of Education. Planning elements were described
in single sentences in relation to curriculum, assessment techniques, student
profiling, professional development, management structures and programs
to communicate developments to all in the school community. The time-
table for each year contains single sentences for each of the six planning
elements. Consistent with guidelines we have offered for school self-
management, the document is concise and is expressed in simple language
that can be understood by all.

Setting Priorities in the Annual Planning Process

The development plan serves as a framework for the annual planning cycle
because, as illustrated above for the approach used at Rosebery District
High School, each year in the timetable for action in addressing particular
priorities contains activities which must be carried out in order that the
longer-term outcomes can be achieved. Account must be taken of these
activities in preparing program plans and program budgets in the year
under consideration. They must take their place among other priorities
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which arise from the findings of major and minor evaluations as well as
the maintenance of ongoing programs for learning and teaching and the
support of learning and teaching. In this section we describe and illustrate
the approach to priority setting used in the annual planning process at
Rosebery. District High School.

At Rosebery a priority is placed on every policy which, by implication,
covers all programs and elements in strategic plans. These priorities are
reviewed annually. There is frank acknowledgment that equal priority
cannot be given to all, even though all may have value and all may be
considered important. Four general principles are followed in setting
priorities. First, wherever possible, priorities are expressed in terms of
intended outcomes for students rather than resources to be acquired. The
statement, 'To ensure that all students are "computer-literate", com-
mensurate with age and ability' is more appropriate than 'To purchase
eight personal computers and to place one in each classroom.' Second,
developing this principle further, the process of- priority - setting is separ-
ated in time from that of resource allocation. Unnecessary and potentially
damaging conflict can arise if priority-setting is left to the time when
efforts are being made to reconcile budget proposals and available resources.
We recommend that priority-setting occur in the first months of the school
':ear, for the following school year, with planning for resource allocation
taking place in the last months of the school year. The principal and other
school leaders will identify priorities after consultation with members of
program units, with the policy group (the school council at Rosebery)
responsible for the adoption of priorities, which then provide the framework
for planning and resource allocation in the year to follow. There will thus
be several months for priorities to be highlighted in general discourse, a
desired outcome being understanding and, it is hoped, acceptance of their
good sense. A third principle, given limited resources, including the time
and energy of teachers, is that the addition of a new priority or an eleva-
tion of a policy to a higher priority must result in the deletion or lowering
of a priority of another policy. A fourth principle, evident throughout the
description thus far, is that the process of priority-setting is open and
collaborative. The particular ways in which these principles are reflected
in the processes of priority-setting will vary from school to school. In
Figure 5.3 we summarise guidelines based on those in use at Rosebery, as
developed under the leadership of Terry Brient, Acting Principal. They
are set out in what is essentially a policy on priority-setting.

Developing a Foresight Capability

We have described a capacity for strategic leadership on the part of the
principal and other school leaders which differs in very significant ways
from capacities in systems which are relatively centralised, or which
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Figure 5.3. Guidelines for Priority-Setting in Annual Planning Based on Those in Use at
Rosebery District High School

GUIDELINES FOR PRIORITY-SETTING

1 Teams engaged in program evaluation are encouraged to suggest priorities for
attention in the year ahead,

2 The policy group will take account of recommendations by teams engaged in program
evaluation in formulating priorities to serve as a framework for planning and resource
allocation.

3 Priorities are best expressed in terms of expected outcomes for learning and teaching
and the support of learning and teaching.

4 Each new policy is assigned a priority in its first year of implementation, with annual
review of this priority in the years to follow.

5 Policies (which include, by implication, programs and elements in development plans)
are assigned a priority by number, with these being Priority 1, Priority 2 and Priority 3
in order of relative importance. It is acknowledged that all are important; the order
reflects relativity.

6 Priority 1 is allocated where a major impetus is desired in the year ahead or when a
new policy, program or element in the development plan is to be implemented.

7 Priority 2 is assigned to all other policies, programs or elements that are essential to
maintain the school program in the year ahead.

8 Priority 3 is allocated to those policies, programs or elements which are desirable but
not critical to the maintenance of the school program in the year ahead unless their
resourcing fdil; below a specified level; resourcing at least to this level is assured
with a Priority 3 rating. Some policies, which might otherwise be assigned a Priority 3
rating, might be deleted altogether if new policies have been implemented or if some
policies have been raised in priority.

9 Priorities for the year ahead are determined by the middle of the preceding year.

10 Draft priorities are widely circulated for comment and recommendation for change
prior to formal approval by the policy group.

prevailed in most public or government systems until recently. In the
latter, leaders could maintain a relatively closed outlook on the world
when all that was required was 'running a tight ship', faithfully imple-
menting a centrally determined curriculum with a prescribed syllabus of
study, a compliant community, and promotion by seniority in lock-step
fashion. There were visionary leaders, to be sure, but they tended to be
the exception. Now there is the expectation that all school leaders will be
visionary leaders, and certainly that is the case for self-managing schools.

Our descriptions and illustrations have noted the manner in which
leaders in self-managing schools can scan the external environment of the
school, noting emerging trends and issues, discerning the megatrends, and
working with their colleagues and others to set priorities and determine
strategies for action which take account of these matters as they work
toward the fulfilment of the school's mission. In many ways, however,
this strategic leadership is still rooted in the present: 'noting emerging
trends and issues, discerning the megatrends' does not necessarily mean
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that the leader can think through the possible scenarios for how events
will or should unfold in the future. It is in this connection that we con-
clude the chapter by exploring the possibility of the school acquiring a
capacity for what is described in the futures literature, as in ordinary
everyday discourse, as foresight. Richard Slaughter of the Foresight
Research Unit at the University of Melbourne's Institute of Education
describes foresight as 'a conscious effort to expand awareness and clarify_
the dynamics of emerging situations'.6 The approaches we have described
and illustrated in this chapter are examples of foresight.

If we proceed further into the futures field, we find a range of
techniques which might be included in the school's repertoire in order that
it may 'take charge of its own agenda'. One is the QUEST (Quick Environ-
mental Scanning Technique) process which has five stages: preparation,
an environmental scanning workshop, intermediate analysis and report, a
strategic options workshop and follow-up work. Slaughter summarises
the argument behind the process, which was pioneered by Burt Nanus.

1 Organisations need efficient and cost-effective ways of dealing with
uncertainty and rapid change.

2 To assume that the future will be like the present. or that decisions
can be deferred until the environment is better understood, in-
creases the risk of failure.

3 The future cannot be predicted. However, alternatives can be sys-
tematically explored.

4 Top executives already possess a view of the dynamics of their
organisations' environments. This view can be made clearer and
more explicit.

5 Techniques from futures research can be combined to provide a
coherent picture of alternative future environments.

6 This picture can be used as a basis for strategic planning.'

The argument set out above and the QUEST process are consistent
with what we have described in this chapter, but much higher levels of
sophistication are possible. This raises the desirability of including units
on futures in pre- and in-service programs for school leaders. We resist the
temptation to suggest that the foresight capability for schools be developed
at the system level, with information shared among schools which would,
in turn, acquire the same capability over time with the assistance of cent-
rally or regionally based consultants. Similarly with pilot schemes and
`cascade models' for dispersing the capability. These approaches have been
typically adopted when an innovation is to be taken up across a system of
schools. Consistent with the concept of subsidiarity, as described in Chapter
4, and the general approach we have taken as far as empowerment in self-
managing schools is concerned, we suggest that individual schools should,
from the outset, develop the capability themselves, utilising, where it is
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efficient and effective to do so, the expertise of people in other schools,
and elsewhere inside and outside the system. There are several strategies
which might be employed.

The principal or other school leader might bring together a small
foresight team to develop the capability.
The foresight team might work with the assistance of an expert
consultant in the early stages to acquire some of the skills of scenario
writing and cross-impact analysis (which underpin QUEST and
the approach we described and illustrated in this chapter).
The school might subscribe to publications and other services which
will assist members of the foresight team and others keep up-to-
date with trends, issues and scenarios, especially as they may relate
to schools.
The foresight team might foster an ongoing discourse in the
school's community on matters of strategic importance and make
specific contributions during strategic planning and priority-setting.

While this capability will enhance strategic leadership our major
concern in this chapter it will also enhance educational leadership and
the development of a school's community. We take up this notion of
educational leadership in Chapter 6, focusing on learning and teaching and
the support of learning and teaching.
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Educational Leadership:
Nurturing a Learning Community

In this chapter we are concerned with educational leadership and the par-
ticular ways in which teachers, parents and others can play their part in
achieving excellence in a self-managing school. The focus is on learning
and teaching and outcomes for students; the image is that of school leaders
engaged in 'nurturing a learning community'.'

Chapters 4 and 5 also dealt with educational leadership but our concern
there was the role of the leader in establishing the very best conditions that
are possible so that the real work of the school can proceed. In Chapter
4 our concern was the cultural underpinnings of the school; in Chapter 5

ffered guidelines on how schools can 'take charge of their own agenda'
and ensure that, at any point in time, the priorities they are addressing are
optimally matched to opportunities and threats (external) and strengths
and limitations (internal). We turn now to 'the real work of the school'
that occurs on a day-to-day basis in classrooms and wherever students
learn and teachers teach and parents support.

In many respects a school is a community of communities. We consider
three: the community of teachers, the community of parents and the com-
munity of students.' We deal with each in turn, although it is the synergy
of the three which we are seeking. In each instance, we briefly review the
findings of recent studies to demonstrate that the debate about whether
self-management has educational benefits should now be laid to rest. We
then offer guidelines for school leaders who are engaged in this nurturing
aspect of their roles. Illustrations from a variety of settings are provided.
Our starting point, however, is an examination of the centrally determined
framework which will allow these educational benefits to be attained;
these being the 'preconditions' for success in educational leadership.

Preconditions

In Chapter 1 we described the trend to self-management and explored
some of the underlying factors. Two questions are frequently raised: 'Why
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shift authority and responsibility to the school?' and 'What benefits will
accrue to students?' A strong case has often been argued in reports that led
to restructuring and self-management, with recent examples being those
by Picot in New Zealand and, especially, Scott in New South Wales.'
However, critics co7itinue to press: 'Where is the evidence that radical
decentralisation has ku, in direct cause-and-effect fashion, to educational
benefits, including measurable gains by students?'

We are not aware of neat research designs showing before and after
effects of restructuring and self-management. Given the time required for
significant effects to be demonstrated in any large-scale change in educa-
tion, it is unlikely that policy-makers would wait for the outcomes of
controlled experiments over a number of years. There is, however, another
genre of research for which the body of findings has become so powerful
a policy indicator that it is difficult to ignore. Two examples of this kind
of research are reviewed here. The first, alluded to in earlier chapters, is
that undertaken by Matthew Miles and his colleagues in urban secondary
schools in the United States.4

Case studies were completed following a nation-wide survey of schools
which had shown major educational gains in the wake of system- and
school-initiated improvement projects. Researchers identified sixteen factors
which contributed in a cause-and-effect manner to school improvement.
Four of these were preconditions to the extent that a system-wide policy
was required to set them in place. These were the appointment of strong
educational leaders, essentially demonstrating the capabilities we have
explored in earlier chapters; a relatively high level of school autonomy,
especially in relation to the allocation of resources; appointment of staff
to help ensure a high level of staff cohesiveness; and the decentralisation
of decision-making to the extent that the principal and staff have the
opportunity to adapt the program of the school to meet the needs and
interest of the local community. The remaining twelve factors were ad-
dressed by the principal and staff. These included power sharing or the
empowerment of staff, the provision of rewards for staff, vision, the
exercise of control over staffing, the exercise of control over the alloca-
tion of resources, staff willingness and initiative in the management of
change, evolutionary program development, the building of external net-
works, evidence of 'deep' rather than 'shallow' coping in addressing
problems which arise in school improvement, good strategies in the im-
plementation of change, the institutionalisation of change, and change in
organisational structures and processes. It is the preconditions that we
wish to highlight here: these were centrally determined policies which
fostered a capacity for self-management. The factors which more directly
contributed to school improvement were the last twelve, but they re-
quired a certain style of leadership, a level of staff cohesiveness and a
relatively high degree of autonomy in respect to program and resources in
order to be fully effective.

116



Educational Leadership

Other examples of research which point to the importance of pre-
conditions are those undertaken over the last decade by Sizer, Goodlad
and Johnson.' The widely reported work of Sizer and Goon.ad followed
long-term study in a large number of schools. Particular attention was
given to conditions for learning and teaching. In each instance the re-
searchers_found that tight, centralised controls on schools placed constraints
on teachers, limiting the extent to which they could address the range of
student needs with available resources. Conclusions wtte unmistakable in
their implications for self-management and the need for preconditions of
the kind identified by Miles. Sizer concluded that 'one imperative for
better schools' was to give teachers and students room to take full advant-
age of the variety among them, a situation which 'implies that there must
be substantial authority for each school. For most public and diocesan
Catholic school systems, this means the decentralisation of power from
headquarters to individual schools.'6 Goodlad concluded that there was a
need for 'genuine decentralisation of authority and responsibility to the
local school within a framework designed to assure school-to-school equity
and a measure of accountability.''

The work of Sizer and Goodlad was undertaken in the early 1980s
and was reported in T ne Self-Managing School. Recent research extends their
approach by examining more closely the actual day-to-day work of teachers.
The study of Susan Moore Johnson in the late 1980s was along these lines,
being motivated by the general lack of success in the first wave of reforms
in the United States, including those which involved an increase in cent-
rally determined rules and regulations such as licensing examinations and
merit pay schemes for teachers, centralised curriculum and competency
tests for students.' Johnson described what followed in these terms:

As it became clear that these regulatory reforms not only evoked
anger and resistance among teachers but also failed to increase test
scores, policy analysts tendered a new explanation of the schooling
problem, one that also centred on teachers and their work . . . The
strategy of these so-called second wave reformers was to transfer
authority for educational design to teachers, making them the agents
rather than the objects of school reform.'

To Johnson, however, the problem was still not focused as it should
be: 'These policy analysts, like the architects of earlier changes, approached
the problem as a political one, the issue being who was to have the power
over the direction of schooling. "0 While the thrust of the second wave was
consistent with what was known about the needs of professionals to have
control over their own work, it still, in Johnson's view, 'begs the question
of how schools should be organised for better teaching and learning. What
structures, standards, corms and practices enable and encourage teachers
to do their best work?'"
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Johnson sought an answer to this question by interviewing a repre-
sentative sample of 115 teachers in public and private (independent and
church-related) schools from school districts in eastern Massachusetts. These
teachers were nominated as 'very good' by their principals. Questions
ranged over almost every aspect of the workplace. Analysis of responses
revealed the same kinds of constraints on teachers as were identified in
earlier studies but suggested that the -solution was more complex than
might have been envisaged initially:

There is no magic bullet, and those who would improve schooling
must approach their task with respect to its complexity. This study
suggests that improving the school as a work-place will involve
many persons on many fronts legislators to influence salaries;
leaders from private industry to enrich school resources and oppor-
tunities for professional development; union leaders to encourage
teachers to assume greater responsibility for their profession; admin-
istrators to make the central office a resource centre rather than a
control centre; and parents, teachers and principals to collaborate
and ensure that their schools are responsive to students' needs.'2

To some extent, Johnson has come full circle since her solution is, to
a large extent, cast in terms of a shift in the locus of power. It is, of course,
a reaffirmation of the concept of self-management. However, she took the
case further by drawing attention to the large number of actors who must
be engaged, ranging over policy-makers, principals, teachers, parents,
business leaders, central administrators and union leaders. She makes specific
recommendations for policy and practice and these are listed in Figure 6.1.
Again, they are consistent with earlier recommendations by Sizer and
Goodlad and with the practices we describe in the refined model for self-
management, especially in respect to the opportunity teachers should have
to influence what they teach and how their schools are run. Noteworthy
are her recommendations related to accountability, cautioning against
narrow measures of productivity, but acknowledging the need for peer
assessment on the part of teachers and their leaders. We take up this issue
in Chapter 7. She called for a greater commitment of resources to schools
but, given the economic circumstances which prevail in the early 1990s,
this may not be possible. The alternative, instances of which were cited in
Chapter 1, is for a re-allocation of resources within the field of public
education. If this re-direction is to favour schools, then there must be a
reduction at the central level, the outcome of which will be a further
thrust to self-management and an imperative for quality in the delivery of
service by those who remain at the centre.

In general, we believe that there is little value in extending the debate
about the merits of self-management unless it is to question the capacity
of schools to take up the opportunities which are provided. The findings

118

12 4



Educational Leadership

Figure 6.1. Implications for Policy end Practice Arising from Johnson's Study of the
Teacher's Workplace

KEEPING GOOD TEACHERS TEACHING

1 Policy-makers must secure sufficient funds to ensure that public schools are well-
financed.

2 Public schooling should be decentralised and deregulated so that the school site,
rather than the district, becomes the primary unit of organisation and so that teachers,
principals and parents can institute practices that address the needs of the school
community.

3 Policy-makers should abandon industrial models of schooling that prize standardisation
or promote narrow measures of productivity; they must direct their attention to
improved teaching and learning for inquiry and higher-order thinking.

4 Public schools must engage parents more meaningfully in the education of their
children and coordinate public services on behalf of children and their families.

5 Schools should rely more on the professional expertise of teachers by granting them
greater influence in what they teach and how their schools are run. In turn, teachers
and their leaders should take steps to increase their responsibility for managing their
schools and assessing the performance of their peers.

Source: S. Johnson (1990) Teachers' Work: Achieving Success in Our Schools, New York,
Basic Books, pp. 332-339.

of Miles, Sizer, Goodlad and Johnson, all eminent scholars in their field,
are consistent and are supported by others, although, as acknowledged in
Chapter 1, we support Malen, Ogawa and Kranz in their call for ongoing
research on school-based management." In the remaining sections of this
chapter we explore ways in which teachers, parents and students can in-
deed take up these opportunities. We include further evidence in support
of the argument that educational benefits will accrue from a shift to self-
management.

The Community of Teachers

We now examine more closely how the workplace of teachers can be
enhanced within the framework of the revised model for self-management.
It is clear that this model affords an opportunity for the implementation
of Johnson's fifth recommendation, namely, 'Schools should rely more on
the professional expertise of teachers by granting them greater influence
in what they teach and how their schools are run.'

Restructuring the workplace of teachers

The model for self-management provides teachers with the opportunity to
influence the nature of their work in very powerful ways. Teachers are
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represented on the policy group of the school which is responsible for
approving the school's charter, mission, policies, priorities, strategic plan
and budget. While the policy group is responsible for approving decisions
on these matters, our guidelines have made clear that there should be
appropriate involvement of teachers in the events leading up to decisions.
Included here are working parties to conduct policy analyses and prepare
options on policy for consideration by the policy group. Teachers are
engaged in program teams, essentially teams which reflect the interests of
teachers in areas of teaching and learning and which support teaching and
learning. Here they provide input in the policy process, being especially
influential since they are a major source of expertise in curriculum policies
in their areas of interest; in devising strategies for longer-term curriculum
change; in preparing plans and priorities for the year ahead and proposing
budgets; and in program evaluation on a cyclical basis. Central to their
role, of course, is teaching and the implementation of curriculum according
to priorities, plans and available resources.

These activities of teachers become routine over time; they are the
tangible structures and processes of a culture of self-management. There
are also the non-routine activities which provide a further opportunity to
address Johnson's fifth recommendation. We refer here to the capacity of
teachers and their leaders to tackle quickly and skilfully problems which
arise in the course of their work. The formation of small teams for trouble-
shooting and problem-solving is an important aspect of this capacity.
Essentially, it is what Miles called `deep coping', acquiring whenever
necessary additional knowledge and skills to enable them to address the
problem at hand.'4 This capacity contrasts with 'shallow coping', where
problems are not addressed or are down-sized, or where for one reason or
another teachers are unable or unwilling to develop the capacity to be
effective.

Ongoing acquisition of knowledge and skill

So far we have simply confirmed that the refined model for self-man-
agement provides a framework for taking up Johnson's recommendation
on the workplace for teachers. For benefits to be realised, teachers must
be successful in the various tasks. What follows are some descriptions of
approaches whereby these capacities can be acquired. We are not concerned
with the detail of curriculum or the detail of how teachers should teach
and students should learn. Such a treatment is beyond the scope of the
book. Our chief concern is strategies for leadership.

Professional development is the key since pre-service programs for
teachers typically have little to say about the processes in the model for
self-management, except that phase concerned with implementation in the
classroom and that is, to some extent, the way things should be. So a first
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consideration is the manner in which practising teachers can acquire the
knowledge and skill to make a worthwhile contribution in the processes of
self-management as they were outlined above. One cannot contribute in
these processes unless one has knowledge in matters related to curriculum
and learning and teaching.

There are several approaches to acquiring these capacities which may
be pursued singly or in combination: formal in-service training programs
organised by the school system or the school, participation in postgraduate
award courses, and informal on-the-job learning as teachers go about their
work.

In-service Training Programs Organised by School Systems. We see a place
for system-wide initiatives in professional development programs despite
the trend to self-management, especially in the time of transition from
a relatively centralised to a relatively decentralised operation, or when a
major curriculum change is made and it is simply more efficient to organise
from the centre a program for all schools. Increasingly, however, we see
these as the exception, with most professional development programs
becoming school-based or district-based.

As far as acquiring knowledge and skills in the processes of self-
management is concerned, we offer three examples from our own ex-
perience. We included a brief description in Chapter 2 of our work in
Victoria where the model for self-management was utilised in the intro-
duction of what was described in that state as school-level program
budgeting. A strategy for in-service training was devised centrally, in
consultation with representatives from each of twelve regions in the state.
We worked over a three-year period in a series of one- and two-day
workshops for principals, parents, teachers and, in some instances, students.
Each school was represented in these seminars by a small team, usually
three or four, which was representative of these groups. Over the course
of each workshop, participants had the opportunity to acquire knowledge
about the different phases of the model for self-management and to apply
it in a series of policy and planning simulations. Beginning with about
fifty trial schools in 1984, by 1986 we had worked with about 5000 people
from about 1100 schools. In addition, we had assisted central and regional
officers to acquire the capacity to conduct their own training programs. In
some instances we worked in individual schools with the principal, staff
and the school council, often with as many as 100 people. The intention,
however, was for the principal, with the assistance of a regional consultant
in the early stages, to organise school-based training programs. The goal
set initially was for all schools in the state to acquire the capacity by the
end of the 1980s. Evidence suggests that this expectation has been satisfied
in large measure, although, as noted in Chapter 2, it has been a case of
`mutual adaptation', with a host of local variants of the practice.

We were engaged in similar activities in New Zealand in 1988 and
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1989 following adoption of the major recommendations of the Picot Report.
Our work was of shorter duration than in Victoria, but more people were
involved. Over a six-month period we worked in all parts of the country
with about 10,000 people in events ranging in length from a one-hour
presentation to two-day workshops. For single presentations, our aim was
to describe developments in New Zealand in the context of similar changes
elsewhere, with a short overview of the model for self-management. For
the workshops, we followed the same approach as in Victoria, with pre-
sentations and simulations of key phases of the model. There was one
major difference in New Zealand: we tended to work with principals and
other school leaders in separate events from those organised for parents.
Our preference is for groups which are broadly representative, modelling
the kind of relationship which should be created within a self-managing
school.

Jim Spinks' work in England and Wales over an eighteen-month period
in 1989 and 1990 involved similar numbers of people as in New Zealand.
One- or two-day events combining presentations and simulations were
the major feature. Participants were mainly principals, leaders of boards of
governors, and officers of local education authorities. For Britain and New
Zealand, the intention was that training capacities should be quickly ac-
quired by officers or staff in universities and colleges, who would then
serve as consultants to schools in the early stages. Thereafter, the capacity
would be developed through school-based activities. In many instances,
however, schools proceeded directly with their own adaptation of the
model.

We offer the following guidelines based on these experiences.
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It is desirable, at least in the early stages, for parents and, where
possible and appropriate, students, to join teachers and principals
in workshops which introduce the processes of self-management.
Simulation exercises should model the kind of relationship which
will characterise the approach in the school setting. At the very
least this will ensure that representatives of all groups will receive
information about the nature, purpose and general approach at the
same time.
Training programs should be conducted from the outset with
people employed centrally or regionally who can assist schools in
the early stages of transition to self-management. However, this
period of dependency should be relatively short since the aim is to
have a capacity for self-management in schools as soon as possible.
Consultants should not be specially designated as consultants in
self-management, giving the impression that self-management is a
process which is separated from curriculum and teaching. It is
preferable that all central and regional consultants have the capacity
to support schools in the transition to self-management.
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The principal is the key person in the adoption of approaches to
self-management and should be involved in all training programs,
taking the lead with other school leaders in developing under-
standing and skill at the school level.
Training programs should include sessions that provide participants
with an opportunity to plan in preliminary fashion the manner in
which self-management will be introduced in their own settings.
Account should be taken of the time required; our initial recom-
mendations for three to five years to develop the capacity are now
somewhat generous given the pace of change, but one to three
years will be required in most instances.

The most comprehensive system-initiated program for development
in curriculum and teaching that we observed was in the Pittsburgh School
District in Pennsylvania. It arose from general concerns about the quality
of education in this large urban system in the early 1980s. An assessment of
needs resulted in the identification of a number of priorities, foremost of
which was the development of knowledge and skills among teachers. The
needs assessment and subsequent design of program were carried out with
the full support of the teachers' union and wide involvement of teachers
throughout the system. The outcome was a program involving every
teacher, with an eight-week mini-sabbatical for secondary teachers con-
ducted at the Schenley High School Teachers Centre, an inner city school
refurbished for the purpose, and a four-week experience for all elementary
(primary) teachers at the Brookline Elementary School Teachers Centre.
By the end of the decade all teachers had participated, and ongoing pro-
grams had been institutionalised at the school level.

The focus of these programs was the acquisition of knowledge and
skill in a repertoire of approaches to teaching based on the Madeleine
Hunter model of clinical teaching. Participants also had the opportunity to
update knowledge in areas of the curriculum. Following training at the
teachers' centres, programs continued at the school level, with principals
and teachers assisted by centrally based 'coaches'. The program was evalu-
ated regularly by a panel representative of the different perspectives on
evaluation with highly favourable judgments being received. The out-
comes in relation to problems which gave rise to the initial assessment of
needs were very positive, since the Pittsburgh school system under the
leadership of its superintendent, Dr Richard Wallace, is now generally
considered one of the best urban jurisdictions in the United States.

Three other matters are noteworthy in respect to the Pittsburgh ex-
perience. First, there was significant support from business, there being a
general view that the future well-being of the city depended, among other
things, on a strong school system. Support from business is now more
widespread in the United States. Second, a parallel development was the
introduction of Principals' Assessment Centres, based on the approach of
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the National Association of Secondary School Principals. These had a
strong thrust toward the professional development of principals. Third,
what occurred in Pittsburgh was not associated at the time of its introduc-
tion with a major initiative in self-management; in contrast, the implementa-
tion of a system-wide teacher effectiveness program in the Edmonton
Public School District in Alberta, Canada, was seen as a valuable comple-
ment to that system's pioneering effort in school self-management.

David provided accounts of system-initiated programs in three districts
in the United States which have recently taken the initiative in restructuring,
with school self-management a major component in each instance.15 Features
included:

in Dade County, Florida: training in the processes of school self-
management in three-day conferences for teams of principals and
teachers; mini-sabbatical programs of seminars, professional clinics
and research for teachers;
in Jefferson County, Kentucky: an Academy funded primarily by
the Gheens Foundation which employs a staff of sixty to work
with teachers on a broad range of professional development
programs; working with representatives of teachers' union, central
administrators and university staff to design and implement the
notion of the 'professional development school', with twenty-four
schools initially involved in programs to re-design the workplace
for teachers;
in Poway Unified School District (California): this system had a
form of self-management throughout the 1980s to the extent that
it is now part of the culture of the system, with every job de-
scription throughout the system described in terms of support for
student learning; a feature is the comprehensive professional de-
velopment program with a focus on learning and teaching.

It is clear that system-initiated professional development programs
play an important part in school self-management, with the focus being
curriculum and teaching, although training in the processes of self-
management is evident in the early stages. David identified three themes
in efforts to restructure education in the United States, each of which has
implications for system-initiated professional development.
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1 The goal of school restructuring is long-term change guided by
a conception of schools as stimulating workplaces and learning
environments.

2 School staff members need the skills, authority and time to create
new roles and environments appropriate to them.

3 Restructuring schools requires building new coalitions of support
and creating new conceptions of accountability.16
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Participation in Postgraduate Award Courses. Another opportunity for
teachers to acquire knowledge and skill is through postgraduate award
courses. In Chapter 3 we cited Murphy's view that such courses in the
United States do not adequately prepare principals for the role of leaders
of learning and teaching because of their focus on management. This short-
coming needs to be addressed in the first instance so that principals and
other school leaders who undertake postgraduate work are broadly prepared
in at least the three areas of curriculum, teaching and management.

The courses which hold the most promise for principals, other school
leaders and teachers in general would appear to be those which give par-
ticipants an opportunity to integrate their formal learning with on-the-job
work. We have been involved in what we believe is a model arrangement
in this respect in Tasmania, Australia. The Centre for Continuing Education
of Teachers (CCET) in Tasmania is a consortium of the Department of
Education and the Arts and the University of Tasmania. It has been in
existence for nearly twenty years and provides a framework for the design
and delivery of a range of award and non-award programs. A feature is
that it has a very small core staff, fewer than five, with most of the
teaching being done by university staff, officers of the school system and
private consultants, The award programs are for various bachelors degrees,
postgraduate diplomas and masters degrees. In most instances the courses
of study are designed by small teams representing practitioners and aca-
demics, with formal approval required by the school system, which
provides a substantial level of resource support, as well as the university,
since the program must have appropriate academic rigour. Of particular
interest is the fact that papers and other assignments are based on the
application of knowledge acquired to the work setting of the participant.
A variety of modes is offered, including release from employment in
blocks of time during the school year, summer school, late afternoon and
breakfast seminars. Reviews of in-service and professional development
programs in Australia have invariably praised this approach to the acquisi-
tion of knowledge and skill by practising teachers. In recent years, several
of the CCET programs and similar university-school system partnerships
have responded to the needs of practitioners as the system moved to self-
management.

In 1990 the CCET was incorporated in a new structural arrangement
called the Centre for Advanced Teaching Studies (CATS), with an enlarged
program which included the encouragement of research on problems in
teaching, again with a partnership between system and university, extended
now to doctoral degrees. Regrettably, the financial crisis in Tasmania in
the early 1990s led to uncertainty about the long-term future of this initi-
ative. Success to date and the general principles on which the program was
founded in the early 1970s are, in our view, exemplary, and are similar to
the thrust in the United States toward professional development schools
and various consortia of university-school partnerships."
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Teachers as reflective practitioners

Thus far we have examined some promising developments which, on a
system-wide or postgraduate award basis, enable teachers to acquire the
knowledge and skill to succeed in restructured workplaces, including those
in the self-managing school. We now address two critical considerations.
How will this knowledge and skill be incorporated into the day-to-day
work of teachers? How will teachers learn on the job, in the absence of
externally organised programs? Donald Schtin's notion of 'reflective
practice' is helpful.18 In addition to offering a brief explanation of the
concept, our purpose is to show that the self-managing school is the op-
timal setting, all other factors being favourable. We then combine the
concept with practices described variously as mentoring and coaching to
suggest the way in which school-based and teacher-based programs can be
implemented.

Schon argued that professional education offered in universities, which
is largely theory-based, falls short of what is required for the professions.
Without challenging the validity of theory, Schon pointed out that situ-
ations encountered by professionals rarely fall into the neat categories
defined by particular theories. Expressed another way, professional
problems rarely occur singly; problems are multiple and complex. The
practitioner uses a variety of hunches and intuition, often on a trial and
error basis, to deal with these problems. Perceived cause-and-effect rela-
tionships in accounting for success or lack of success then become part of
the repertoire of knowledge. Theory is helpful to the extent that it helps
organise experience, but by itself is an insufficient guide to practice. Scholl
argues for professional preparation which enables the prospective practi-
tioner to encounter problems and develop the capacity for reflective practice;
similarly for programs of professional development. The notion of 're-
flective practice' is similar to Starratt's notion of 'dramatic consciousness'
and Argyris' notion of 'double loop learning'.'`' Reflective practice was
evident in the postgraduate award programs offered by the Centre for
Continuing Education of Teachers in Tasmania described earlier.

What is needed, then, is an organisational culture which allows re-
flective practice. Such a culture affords an opportunity for teachers to deal
with problems as they arise, reflect on cause and effect possibilities, design
alternative approaches for addressing the problem, take note of the out-
comes and so on. We suggest that the culture of self-management provides
this opportunity. Indeed, Schon sketches some optimal conditions for
reflective practice that closely parallel what we have in mind:
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In contrast to the normal bureaucratic emphasis on uniform pro-
cedures, objective measures of performance, and centre/periphery
systems of control, a reflective institution must place a high priority
on flexible procedures, differentiated responses, qualitative ap-
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preciation of complex processes, and decentralised responsibility
for judgement and action. In contrast to the normal bureaucratic
emphasis on technical rationality, a reflective institution must make
a place for attention to conflicting values and purposes. But these
extraordinary conditions are also necessary for significant organ-
isational learning.20

A self-managing school meets these conditions except to the extent that it
must work within a centre/periphery system of policies, priorities and
frameworks for accountability.

Mentoring and coaching

Mentoring and coaching have been practised in schools for many years
but they appear to be coming into their own in times of restructuring and
educational reform. Writing in the context of the United States, for ex-
ample, Healy and Welchert have observed that:

In an effort to revitalize our nation's competitive vigour, the school
reform movement has co-opted a strategy of the ancient Greeks:
mentoring . . . The desire to enlist mentors in optimising career
development and more recently in promoting excellence in edu-
cation has inspired a flurry of research and development projects
on mentoring.2'

Mentoring, coaching and practices such as the unfortunately named
clinical supervision are characterised in the school setting by a relationship
between two teachers (including school leaders), the purpose of which is
development and improvement in practice, and which normally but not
exclusively involves the collection of information on mutually agreed
criteria by one person for feedback, reflection and decision by the other.
A school where these are part of the culture, that is, where these are 'the
way things are done around here', has developed in part the capacity
which Miles called 'deep coping'. The supervisory pattern in these practices
has replaced the traditional hierarchical pattern with a collegial approach
which is consistent with the reforms to the workplace of teachers advoc-
ated by Johnson and others. It also sits comfortably with the culture of
self-management.

Expressed another way, if the intention is to help all teachers acquire
the repertoire of knowledge and skills to meet the needs of all of their
students, then patterns of development and supervision which rely
comprehensively and permanently on system-initiated training schemes or
on the exclusive involvement of the principal and other school leaders, are
unlikely to prove equal to the task. Empowering teachers to work with
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teachers is a better way. The problem for educational leaders is how to
ensure that teachers have the knowledge and skill to support each other in
this fashion.

Paradoxically, it seems that system-initiated programs are needed to
develop this school-level capability. Coaching was the key strategy in the
program ir. Pittsburgh described earlier. Every teacher at the elementary
(primary) and secondary levels, as well as principals and other school and
system leaders, learned the skills of coaching. Seminars were followed by
classroom experience at the two teachers' centres which were also oper-
ating schools. Once back in their schools, teachers were expected to con-
tinue the coaching arrangements, with subsequent surveys revealing a high
level of implementation. There was a team of centrally-based consultants
who served as coaches to the principals as they went about their work in
this facet of their roles as educational leaders.

It is clear from the Pittsburgh experience that substantial resources are
required to develop a coaching capability across a system of schools. The
key question is: 'Does the coaching have the desired effect?' In the case of
Pittsburgh: 'Did teachers acquire the knowledge and skill in the Pittsburgh
adaptation of Madeleine Hunter's model of clinical teaching?' Subsequent
evaluations suggest an answer in the affirmative. Bruce Joyce, generally
regarded as a pioneer of contemporary approaches to coaching in the
educational setting, has reported high levels of success compared to out-
comes when staff development has not been followed by coaching:

without coaching for application, the success of staff development
efforts is often as low as 10 per cent professional implementation
rate . . . by adding coaching for application and related activities
the success level can be raised well above the 75 per cent profes-
sional implementation rate.22

Mentoring is related to coaching as an approach to collegial support.
In one important respect, however, it is broader than coaching, since
coaching is one of several ways in which the mentor can give support.
Following the model of Gray and Gray, other roles include leader, role
model, instructor, demonstrator, motivator, supervisor, counsellor and
resource linker (to others with expertise).23 In another important respect it
is narrower than coaching, since the mentor is a colleague with a particular
set of attributes and interests which differ from those of the protege. The
definition of Healy and Welchert illustrates:
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we consider mentoring to be a dynamic, reciprocal relationship in
a work environment between an advanced career incumbent
(mentor) and a beginner (protege) aimed at promoting the career
development of both. For the protege, the object of mentoring is
the achievement of an identity transformation, a movement from
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the status of an understudy to that of a self-directing colleague.
For the mentor, the relationship is a vehicle for achieving mid-
life `generativity' . . . meaning a transcendence of stagnating self-
preoccupation. . . .24

There is a rich literature which describes mentoring practices with
high levels of success reported in different settings.25 Like coaching,
however, there must be a high investment of resources in developing the
necessary capabilities at the school level. Training of mentors and proteges
is a critical part of the process.

In concluding this overview of coaching and mentoring, we draw on
two experiences in Tasmania, Australia to demonstrate that there is some
urgency in developing school-level capability through system-wide ini-
tiatives along the lines of those undertaken in Pittsburgh. This urgency
arises from pressures to reduce expenditure on education, especially at
the central level, along the lines we described in Chapter 1. Under these
conditions, programs of the kind we have described are under threat. Our
first example is of an initiative in Tasmanian primary and secondary schools,
the general purpose of which was to improve the processes of learning and
teaching by forming pairs of teachers who would work together to in-
vestigate a particular aspect of practice. Training was provided by two
centrally-based officers. An evaluation of the program revealed a high
level of success:

Overwhelmingly participants pointed to a supportive workplace
`culture' and compatibility with their collaborating partner as
significant features of the school in enabling development to take
place. In partnerships which prized open and forthright commun-
ication, encouraged risk taking, celebrated successes and saw every
encounter as an opportunity for learning, participants reported
significant improvement in skill level, in enthusiasm for teaching
and in their desire to continue learning?'

Central to success was the support of the principal. Regrettably, funding
for central support of the project ceased after two years. All but one of the
participating schools continued, albeit on a limited scale. It seems that a
critical mass of practice around the system had not been developed so the
nurturing of the approach will be dependent on networking of leaders in
a small number of schools.

Another instance in the Tasmanian setting is a mentoring program
which commenced in 1989 for which Brian Caldwell served as consultant.27
In this instance it was part of a management development program for the
Division of Technical and Further Education in the Department of Em-
ployment, Industrial Relations and Training. All newly appointed leaders

129



Leadership in the Self-Managing School

in technical and further education colleges and central services participated
in this program, a feature of which was a mentoring arrangement over the
two-year course. Particular attention was given to the selection of men-
tors; training of mentors and protégés; coaching of mentors and protégés
during the first year of on-the-job application; regular monitoring and the
use of input, process and outcome indicators; and securing the visible
support of the senior officer in the division, as well as the principal of each
college. The model of Gray and Gray was adapted to serve as a guide to
mentoring.28 Very high ratings were received on all indicators, with a
noteworthy outcome being an indication in the first year of the wider
adoption of mentoring practice in some colleges and central service units.
However, as with the previously cited initiative in Tasmania, there was a
danger that the mentoring program would founder before a critical mass
of practice had developed.

The two Tasmanian examples illustrate that there is a critical `window
of opportunity' for programs of central support but it is likely to be
relatively small, especially in times when resources are limited and the
balance of priorities is being tipped in favour of direct support to schools.29
In any event, the aim must be to develop capacities at the school level as
quickly as possible rather than foster a dependence on central arrangements.

The Community of Parents

We turn now to the second of the three communities we included in the
community of communities which constitute the school, and take up the
fourth recommendation of Susan Moore Johnson cited earlier, namely,
that `public schools must engage parents more meaningfully in the edu-
cation of their children.' While Johnson uses the word 'engage', we see
the need to be more precise, distinguishing between `participation' and
`involvement' in the manner proposed by Marsh. Whereas involvement
usually occurs as a matter of course, participation implies a stronger role,
`a partnership between parents and school staff in various domains of
decision-making, including curriculum.'30

We begin with a short review of recent research by Coleman and
Hoffer which suggests that the role of parents is crucial in achieving a high
level of social capital, considered by these writers to be important in securing
educational benefits for students. The specific dimensions on which par-
ticipation by parents might be sought are suggested in further research
undertaken by Chrispeels and Pollack. We then turn to a review of those
features of the refined model for self-management which provide structures
and processes for parental participation. We conclude this section of the
chapter by exploring the manner in which parents can acquire the know-
ledge and skills to participate effectively.
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The educational benefits of parental participation

The case for parr 11 participation has been argued in comprehensive fashion
by Marsh, who offered a range of reasons for encouraging it, although he
acknowledged that problems may result." He proposes a continuum of
participation from passive to active (reporting students' progress to parents,
special events which are attended by parents, activities to inform parents
about the educational program, assistance by parents in non-instructional
activities, assistance by parents in the instructional program, participation
in decision-making processes).

Our purpose here is to review recent research which casts a new light
on the issue of parental participation. This reveals that the educational
benefits which arise may be more a product of the interaction or parents
with others in the school community than the outcomes of parental
participation as a practice in its own right. Expressed another way, the key
to achieving educational benefits is to secure a synergy of communities:
ensuring that the effect of the whole is greater than the effects of each
group considered separately.

Coleman and Hoffer's research in public and private high schools in
the United States suggests that schools where there are strong supporting
relationships among principal, teachers, students, parents and other
members of the school community, including, for many private schools,
the church, are likely to be more effective than schools similar in all other
respects but which lack such support.32 Coleman and Hoffer used the term
`social capital' to describe these relationships. High social capital is indi-
cated when students encounter the same set of reinforcing values no matter
where they move in the school community: the values espoused by the
school are supported by the principal, teachers, parents, students, the church
and the wider community. This research was the culmination of a series
of studies throughout the 1980s in which student achievement in public
and private high schools was compared. Among other things, their pur-
pose was to determine the reasons why some types of schools, notably
Catholic schools, seemed to secure higher achievement and higher growths
of achievement in a number of areas of learning. Their conclusion was that
it was not so much the catholicity of the schools as the particular attributes
of their communities. Various implications arise from these findings, but
we turn to a second study before addressing them.

The particular dimensions on which mutually supporting relation-
ships might be built are a matter of some importance for schools which
seek to develop their social capital and thereby increase their effectiveness.
Recent research by Chrispeels and Pollack yielded findings which are helpful
in specifying the mutually supporting role of parents and teachers." Their
starting point was earlier research by Hallinger and Murphy which re-
vealed that certain characteristics of effective schools, or effective schools'
correlates as they described them, are embedded in the community in
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some instances, most notably in high socio-economic status (SES) com-
munities where 'the community . . . infuses the correlates into the school.'
These correlates are the setting of high expectations, an academic focus,
providing rewards for success, a high external opportunity to learn and
commit time to task, the existence of a safe environment, strong home-
school relations, and the monitoring of progress. The existence of these
correlates in high SES communities still demands, of course, strong support
by the principal and staff of the school if the school is to be effective. The
earlier research cited by Chrispeels and Pollack suggested that principals
and staff in schools in low SES communities buffered the school against
the influence of the community where the aforementioned effective schools'
correlates were not embedded; where, in many instances, the opposite
characteristics were evident. In other words, the principal and staff had to
make their own special efforts to develop these correlates in their schools
and overcome the potentially negative impact of the community.

Chrispeels and Pollack then conducted their own research in ten
primary schools in San Diego County, reflecting a broad cross-section in
terms of size, geographic distribution, and ethnic and SES composition of
the student population. The majority of schools increased their effectiveness
over time but, significantly, no school made efforts to buffer the influence
of low SES communities. Indeed, schools which served such communities
`made considerable outreach efforts to their community in an effort to
raise parental expectations and involve parents more actively in the learning
process with their students.' Chrispeels and Pollack concluded that, rather
than buffering, 'a more promising approach may be to assess the degree
of presence or absence of the effective school correlates in the community
and design intervention programs that help to embed the correlates in the
community.'

The significance of this research lies in the specification of factors or
correlates which are important as far as community impact on schools is
concerned. These have often been vague and ill-defined. Moreover, it
acknowled -s the limitations of the community in low SES populations
and suggests that the principal and staff of a school should take the initiative
t.' develop the community. Following the work of Coleman and Hoffer,
this sets an agenda for some schools in terms of the building of social
capital. It identifies some particular directions a school council may take
in setting school policy in low SES communities.

An implication of these til.dings is that structures such as school
councils, by themselves, will not guarantee an improvement in outcomes
for students. The work of such boilies must be focused and, while the
research reported here suggests some ways in which this focus can be
achieved, the particular approaches must be determined in the local setting.
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Structures for parental participation

The refined model for self-management offers many opportunities for
parents to participate in the decision-making processes of the school and
for parents and teachers to interact in ways that will help build the social
capital about which we have written.

We advocate a strong role for parents as members of the policy group
in the school, thus securing their participation in such matters as charter,
mission, goals, policies, priorities, strategic plan, budget approval and
cyclical evaluation of programs. In the policy-making phase, in particular,
parents can directly participate as members of working parties, or can
provide information as working parties go about their task of generating
options for consideration by members of the policy group. They can
participate in program evaluation in similar fashion.

The model for self-management thus provides a structure and suggests
processes for participation at the active end of the continuum proposed by
Marsh (reporting students' progress to parents, special events which are
attended by parents, activities to inform parents about the educational
program, assistance by parents in non-instructional activities, assistance by
parents in the instructional program, participation in decision-making processes).

In a self-managing school it is expected that parents will participate in
other less active roles in this continuum, but the particular ways in which
this might be done are beyond the scope of this chapter. Marsh provides
a range of possibilities and illustrations.34 Taken together, a self-managing
school provides the setting in which Johnson's fourth recommendation
can be implemented (`public schools must engage parents more meaning-
fully in the education of their children').

Parent development programs

Parent development is as important as staff development in the view of
self-management we have presented thus far. There would appear to be
three key values underpinning programs of parent development. First there
is the value of providing information about education in general and school
in particular. Concern is often expressed that parents lack the knowledge
to make a worthwhile contribution, and that may be the case in many
settings. An implication of research reported here is that the principal and
other school leaders should work with teachers to ensure a regular flow of
information to parents on matters of substance. The guidelines we pro-
vided in The Self-Managing School are helpful in respect to school policies.
We suggested that each school policy be presented in no more than one
page and be free of jargon, expressed in language that all in the school's
community can understand.
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A second value underpinning the development of parents is a com-
mitment to growth in parental attitudes and knowledge about matters
which are crucial to the educational achievement of students. We refer
here to what Chrispeels and Pollack called the 'effective schools' correlates',
notably the fostering of h_ igh expectations for all students, a focus on
educational goals of great worth (see Chapter 4), providing rewards for
success, a good environment for learning at home, a safe environment,
fostering strong relationships between home and school, and providing
regular reports on student progress. For some schools, these correlates
(attitudes, knowledge and supportive practice) are already embedded in
the community; for others, there will need to be special effort on the part
of schools to develop these, something which will invariably call for
additional resources and/or a re-allocation of priorities.

A third value is acceptance of partnership in development. We refer
here to the desirability, wherever possible, of parents and teachers learning
together in matters related to the structures and processes of self-manage-
ment and in matters more directly related to the educational program of
the school. We cited earlier what we consider to be exemplary practice in
Victoria which is now part of the culture of development in that state.
Wherever possible, principals, teachers, other school leaders, represent-
atives of teachers and leaders of school councils participated together
in programs designed to assist the acquisition of knowledge and skill in
school council operations, school improvement, school-level program
budgeting, and the manner in which parents and teachers can work to-
gether to support student learning.

Community of Students

The third community in this community of communities is the students.
Providing an excellent education is the primary purpose of a school and
the end for which the notion of self-management is but a means. Since the
theme of this chapter is educational leadership and the nurturing of a
learning community, all that we have written thus far is directed to that
end. One special matter we take up at this point, however, concerns the
contribution of students in the process of self-management and the need
for an appropriate program of development to equip them for this role.

It is normal in Victoria for students to be represented on the council
of a secondary school. While not a prerequisite in the model for self-
management, we can see merit in their inclusion on the policy group, at
least at the secondary level, since they have an interest or stake in the
outcomes of most decisions and have expertise to offer on many issues.
Even if there - place for them here, there will be a variety of issues for
which it will .elpful to have student representatives on working parties
or at least be the source of information as a working party carries out a
policy analysis. Consistent with the value of partnership we described
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earlier, there is merit in having student representation in programs for the
development of knowledge and skills in self-management.

Setting aside the matter of student participation in policy-making or
elsewhere in local adaptations of the model for self-management, there
remains the need for the development of leadership for those involved in
student representative councils and other organisations and groups with
student leaders. We recommend leadership development programs for
students, with schools working together in such ventures where this is
advantageous for the schools concerned. Marsh takes up the issue of student
involvement, presents arguments for and against, and offers guidelines for
development along these lines."

Extending the Learning Community

There are underlying tensions in a number of issues raised thus far. Susan
Moore Johnson called for a greater commitment of public funds to edt'-
cation, yet all nations under consideration are experiencing economic
downturns and, for other reasons, are winding back central and bureau-
cratic arrangements, including some that provide support for schools.
Acquiring the capacity for self-management and the nurturing of learning
communities has required some large-scale programs of development for
teachers and parents which, in the early stages, have been organised from
the centre or the region. Recently, however, some have had a relatively
short time frame for the aforementioned economic and organisational
reasons.

Johnson suggested one way of resolving these tensions which, if im-
plemented, extends the notion of community and builds even further the
synergistic gains we described earlier. She called for 'leaders from private
industry to enrich school resources and opportunities for professional
development:36 We cited examples of private sector support for system-
wide professional development programs in Pittsburgh, Pennsylvania and
Jefferson County, Kentucky. Indeed, private sector support seems to be
gathering momentum on many fronts in the United States as well as in
Britain and Australia.

Many views about support from the private sector seem no longer
relevant. These include the expectation that private support will only be
directed to schools which are already advantaged (in fact, support seems
to be evenly distributed across all types of school and community); and
that business, in particular, will seek to advertise in a manner inconsistent
with values held in the school (in fact, much of the 'promotional' material
refers to programs and outcomes for students which have been planned
independently of the source of support, with simple and usually unobtrusive
reference to that source).

What emerges is the possibility that, while support from the private
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sector may be a source of financial capital, it may be viewed just as much
as an addition to social capital. It seems that attitudes on the part of all
leaders, in schools as well as in the private sector, must be transformed;
indeed, it is a potentially productive field for the exercise of transformational
leadership as this concept was defined in Chapter 1.

Guidelines for Educational Leadership

We offer ten guidelines for educational leadership in the self-managing
school.

1 For leaders of school systems, work with policy-makers to create
the preconditions for self-management, that is, to establish a policy
framework within which the principal and others in the school commu-
nity can take up the opportunities which self-management provides. We
refer, in particular, to those identified in research: a capacity to adapt
curriculum to meet the educational needs of students in a particular
community; the appointment of strong educational leaders as principals; a
high degree of autonomy, especially in relation to the manner in which
resources are allocated within the school; and staffing arrangements which
will ensure placement of a cohesive team, committed to the mission of the
school.

2 For leaders at all levels, understand the case for self-manage-
ment in terms of educational benefits for students and an enhanced
workplace for teachers, appreciating that the major issue is ensuring that
schools can develop the capacity to take up the opportunities afforded by
self-management.

3 For principals and other school leaders, adapt the refined model
for self-management to the needs of the school, thus establishing structures
and processes wherein teachers, parents and (where appropriate) students
have the opportunity to participate in decisions on substantive matters re-
lated to the educational program of the school.

4 System-wide programs of professional development have proved
valuable for teachers and parents, but 'the window of opportunity' appears
to be closing for their long-term operation, especially where financial
resources are severely constrained and, for other reasons, there are pres-
sures to cut back on central and regional support services. For system-
wide programs of professional development, plan for a well-resourced,
short-term initiative with a team of people who share the vision of self-
management and are committed to ensure a school-level capacity at the
earliest possible opportunity. Long-term career prospects should not be
encouraged for those wishing to work centrally and exclusively on matters
related to self-management.

5 Wherever possible and appropriate, professional development
programs for teachers, parents and students should be conducted
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simultaneously, modelling the kinds of relationship and experience which
are part of the culture in a self-managing school.

6 The core of professional development programs for teachers
must be the acquisition of knowledge and skill in matters related to cur-
riculum, learning and teaching.

7 Award-based programs in universities should be planned and
delivered in a partnership arrangement between institution and practi-
tioner, with assignments and papers centred on school-based experiences.
Consortium arrangements between universities and school systems are
recommended.

8 Traditional top-down approaches to supervision of teachers are
neither desirable nor feasible for self-managing schools in the 1990s: col-
legial approaches such as coaching and mentoring are recommended.
All other conditions being favourable, the self-managing school offers an
optimal setting for 'reflective practice'.

9 The concept of capital should be extended to include social
capital, the aim being to build the strongest possible mutually supporting
relationships among principal, teachers, parents, students, other members
of the school community and, where appropriate, the church. In some
communities additional resources and/or a re-ordering of priorities will be
necessary as teachers work with parents to build common understanding
and mutually supporting home and school practices on key factors identified
in effective schools research (the fostering of high expectations for all
students, a focus on educational goals of great worth, providing rewards
for success, a good environment for learning at home, a safe environment,
fostering strong relationships between home and school, and providing
regular reports on student progress).

10 Extend the learning community to include the private
sector in order that an even wider basis of support can be secured. This
support will include financial support, since there is every indication that
public funds will prove inadequate for the task. Promising practices in
several countries dispel many of the fears traditionally held by educa-
tionalists: leadership of the transforming kind is called for in schools and
in the private sector.

This chapter is subtitled 'Nurturing a Learning Community'. This
conveys the notion that considerable patience and care are required if all
of the communities in the school community are to come together in a
mutually supporting fashion. We have also mentioned in several places the
concept of synergy, implying that accomplishing the task will yield bene-
fits beyond those which might be achieved with fragmented arrangements.
The leadership required may be described as transformational, nurturing
and empowering, undel.pinned by a vision of excellence and a commitment
to self-management, and energised by knowledge about learning and
teaching.

There is a beautiful Kiswahili word, `harambee', which means let us
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pull together'. It was used by Mzee jomo Kenyatta, the first president of
an independent Kenya, during his inaugural speech in which he called for
all people to contribute their resources for the benefit of all." Educational
leadership of the kind we have described here is a call for harambee.
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Responsive Leadership: Coming to
Terms with Accountability

Our concern in Part B is the leader's role in the self-managing school. In
Chapter 4 we dealt with cultural leadership and the manner in which the
leader works with others to create and sustain a culture of excellence. In
Chapter 5 we were concerned with strategic leadership and the importance
of taking charge of the school's agenda, addressing simultaneously external
threats and opportunities and internal strengths and limitations. The focus
in Chapter 6 was on ways in which school leaders can nurture the entire
community in matters related to learning and teaching and the support of
learning and teaching. Implicit in all of our illustrations and guidelines was
a leader who is responsive to the needs of students, the local community
and society at large; that is, while the decentralisation of authority is the
essence of self-management, the exercise of that authority calls for a high
level of responsiveness.

In Chapter 7 we take up the issue of responsiveness and examine
ways in which leaders and others can demonstrate that they have indeed
been responsive to the needs of the student, the local community and
society at large. We describe this as responsive leadership, thus completing
our classification of four facets of the role of transformational leader in a
self-managing school (cultural leadership, strategic leadership, educational
leadership and responsive leadership). In doing so, we deal explicitly with
the demand for accountability which characterises the delivery of public
services in the 1990s.

In a general sense accountability refers to a process of providing in-
formation to others, enabling judgments to be made about a particular
phenomenon. More specifically, there is accountability in a self-managing
school when processes have been established to provide information in-
ternally, to the local community, and externally, to the school system and
others, to enable judgments to be made about the extent to which the
school is responsive to the needs of students, the local community and
society at large. Included here are relatively narrow but nevertheless
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important aspects of accountability such as the manner in which money
has been used or laws have been obeyed.

Our starting point is a summary of major issues in accountability as
these are emerging in the 1990s. We then outline the approach to program
evaluation advocated in The Self-Managing School. This dealt with the
gathering of information and the making of judgments on the extent to
which the school addressed its goals and needs, implemented its policies
and used its resources in the various programs of the school. Our main
concern was accountability in the local setting. We then demonstrate how
this approach can be incorporated in a model for accountability which
addresses the aforementioned issues of the 1990s. We describe broad strat-
egies for accountability at different levels of a school system, making
reference to the comprehensive approach in the system of self-managing
schools in the Edmonton Public School District in Alberta, Canada. We
comment on transitions in approaches to accountability in Australia, Britain
and New Zealand, focusing in particular on changes in the role of the
inspector which have been foreshadowed in Britain following publication
of The Parent's Charter.' Some implications are drawn for the appraisal of
principals and their schools. We conclude with a listing of attributes of the
responsive leader in the self-managing school.

Issues in Accountability

Five major issues in accountability are evident in the several countries
identified in this book: purposes to be addressed, testing of students, roles
in accountability, appraisal of staff, and feasibility of approach. Debates
are frequently conducted in a highly charged and heavily politicised manner.

Purposes to be addressed

Accountability has only recently become a major issue in schooling. In
Australia, for example, a common pattern in the past involved the testing
of students at primary and secondary levels, with outcomes communic-
ated to parents and students in a regular report. So-called external exami-
nations were conducted at the senior levels of secondary schools, with
public reporting of results for individual students in some places. Schools
with high levels of success in external examinations were sometimes
identified. Inspectors moved from school to school on a cyclical basis. In
recent years external examinations were abandoned at all but the most
senior level and, at that level, were retained with the addition of a major
component of school-based assessment. Until recently the word 'ac-
countability' was not used, but the purpose of accountability, as far as it
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was implied, was largely related to the furnishing of information on the
achievements of individual students and, in general and somewhat ill-
defined terms, on the performance of schools. Accountability of the school
to the system as implied in the inspectorial approach was weakened when
the inspectorate was phased out in many places.

The explicit use of the word 'accountability' has accompanied such
developments and concerns as the introduction of special purpose grants,
with governments seeking information about the extent to which the
purposes of these grants were achieved; concern on the part of parents that
schools were providing a good education; a broad-based concern in society
about the quality of education, especially in respect to the acquisition of
basic skills or core competencies, and the manner in which these matched
the economic needs of the nation; concern at disparities among schools
and school systems across the nation; and concern for efficiency, especially
at a time of great pressure to reduce expenditure on public education. As
a result, there has been a growing expectation that schools and school
systems should be able to furnish information on many matters to differ-
ent individuals, groups, organisations and levels of government for a variety
of purposes.

The purposes of accountability, as they have emerged in the 1990s,
may be expressed in terms of the intended target and the nature of in-
formation to be provided. Each implies a 'right to know' as far as that
target is concerned:

1 accountability of the school to the student and parent, with regular
reports of student progress and achievement during each year of
schooling;

2 accountability of the school to parents and the local community,
with reports of a general nature being furnished from time to time
in relation to the achievement of expectations;

3 accountability of the school to the school system, with reports of
varying specificity on the achievement of goals, priorities and
standards, including the manner in which resources have been
deployed;

4 accountability of the school system to the government, being a
consolidation of information on the achievements of the system;

5 accountability of state governments to national governments, as
national strategies for educational reform have emerged, with re-
ports on the extent to which school systems have attained targets
or standards which have been mutually agreed or are a condition
of funding;

6 accountability of governments and systems of education to the
community, especially in respect to the extent to which resources
have been provided to enable schools to achieve expectations which
have been set for them.
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The means by which these purposes are to be addressed are currently
the subject of discussion and debate in most places, with no standard
patterns emerging. Preferred approaches are, in many instances, limited
by the availability of resources to collect and analyse information. The key
issue in the context of this chapter is the extent to which these multiple
purposes of accountability can be consistent with and addressed in a self-
managing school. In this chapter we comment on all, but give particular
attention through explanation and illustration to the second and third
purposes in the above list.

Testing of students

There is widespread interest in the testing of students at different levels of
schooling and the public reporting of results, often on a school by school
basis. Such practices extend those often associated in the past with external
examinations at the senior secondary level. Testing along these lines has
been under way for a number of years in most states of the USA and has
now made its appearance in England and Wales. In Australia it has been
introduced in New South Wales, with national approaches foreshadowed
in late 1991.

The arguments advanced for testing are generally based on the eco-
nomic imperative, that is, concern that the schools of the nation must
provide students with the knowledge and skills that will enable them to
participate fruitfully in a labour force which matches the needs of the
nation within a global economy. Arguments in favour of assisting student
and parent choice of school are also evident, as is the case based on increasing
mobility of families. In summary, it is asserted that information about the
performance of schools, generally and individually, should be made avail-
able publicly to enable decisions of one kind or another to be made about
the quality of education.

There are limitations in these approaches to testing, not the least of
which is their narrow focus and the resultant distortion which may occur
in learning and teaching, especially for testing at the primary level. Highly
valued goals may be devalued. Serious concerns have properly been raised
about the validity of school-by-school comparisons when the results are
made available to the public and no account is taken of the characteristics
of the school and its community. Those who make decisions based on the
published results have no means of determining the 'value added' com-
ponent of the school's contribution.

The issue is whether national, state or system-wide testing can be
accommodated in the concept of the self-managing school. We believe
that they can be, but point out that the results constitute just one of many
sets of indicators in a framework for accountability.
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Roles in accountability

Another issue is the roles of different individuals and groups in the col-
lection, analysis and interpretation of information. At the local level, for
example, who is responsible to whom when we refer to the school being
accountable to its community? On the one hand, it may be vague and ill-
defined if parents and others are simply left to form their own judgments
and take their own actions on the basis of an annual report delivered in
general terms on a particular occasion by the principal, with no specification
of procedures on how that report may be taken up. On the other hand,
there may be a clearly defined expectation that the principal will report
outcomes for a number of matters, including reports on specific initiatives
which have been undertaken in a particular year, as well as more or less
standard forms of reporting on matters of recurring interest such as aca-
demic achievement.

The issue here is the extent to which the role of principal, other
school leaders and the policy group should be specified in terms of the
kind of information to be gathered, the form in which :t should be reported,
and the actions to be taken after reports have been made.

Accountability of the school to the school system is more complex
and problematic, especially where the traditional inspectorial role has been
phased out. Two approaches characterise what is emerging in different
countries. One is the expectation that schools will have a charter or a
development plan which includes information about the manner in which
centrally determined priorities are to be addressed. These plans are made
available to personnel at the district, regional or central levels who con-
firm that system intentions will, in fact, be addressed. The second ap-
proach is the formation of teams of staff at the district, regional or central
levels who systematically collect information from schools about the extent
to which centrally determined priorities have been addressed. In many
respects these teams operate in the style of inspectorial teams of the past,
but their roles are more clearly and narrowly defined and they do not
involve the inspection of teachers in the classroom setting. The names of
such units vary, with 'review' and 'audit' frequently included.

The issues for consideration here are the extent to which the centre
should specify matters on which schools should provide information; the
manner in which different individuals and groups shall collect, analyse and
interpret this information; and the forms of redress which may be deployed
in the event that a school does not meet expectations for the achievement
of centrally determined priorities.

Appraisal of staff

Issues related to the appraisal of staff have come into sharper focus with
developments of the kind outlined in Chapter 1. In accounting for
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megatrends in education, we referred to growing concern for quality and
equity and emergence of the service ethic. Schools and school systems are
coming under increasing pressure to ensure that the needs of all students
are addressed. There will be no place for teachers who cannot play their
part. The trend to self-management and the collapse of bureaucracies in

caedution means that responsibility for ensuring the highest standards of
teaching is shifting to the school level, with particular attention given to
procedures for the selection, placement, promotion, appraisal and ongoing
professional development of teachers, including, of course, the principal
and other leaders. That the context differs from that which exists in the
past is evident from developments in Britain and New Zealand, where the
intention is to have teachers contracted to individual schools through their
boards or councils rather than with a central authority.

The issues here include the roles to be adopted by different individuals
in appraisal of teachers, including the principal and other leaders, and the
extent to which appraisal is linked to the achievement of outcomes.

Feasibility of approach

Issues of feasibility are also evident in planning for accountability. The
gathering and reporting of valid information related to the achievements
of students, especially that which enables conclusions to be drawn about
the contribution made by the school, are both complex and costly. On the
one hand, concerns are raised if indicators of performance are too narrow,
addressing only a few goals of education, or if relatively cost-effective
paper and pencil tests are utilised. On the other hand, there is resistance
to the employment of large numbers of non-school personnel to carry out
inspectorial or review and audit functions, or if apparently excessive
amounts of time are spent by teachers on repeated testing over the full
range of learning objectives.

Issues related to feasibility of approach are especially evident in the
early 1990s as the demand for accountability is mounting. At the same
time, making the issue comprehensively problematic, are pressures for
greater efficiency and effectiveness, if not cost-cutting, under conditions
of recession and, in some instances, financial crisis. Experience in New
Zealand and plans in Britain furnish evidence of the difficulties in planning
for accountability.

In New Zealand an Education Review Office was established follow-
ing government implementation of the major recommendations in the
Picot Report of 1989. These recommendations were directed at the creation
of a national system of self-managing schools. Within a short time the
government called for 'a wide ranging review of the process and outcomes
of the reform of education administration to date and to recommend any
improvements in the process or the structure.' The report of this further
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review, entitled Today's Schools (the title contrasts with Tomorrow's Schools,
the statement of government intentions following broad acceptance of
Picot), included recommendations to reduce the Education Review Office
staff to approximately half its initial level and to 'redirect a significant pro-
portion of the present funding for the Education Review Office to schools:2

While all of the intentions and rationale for plans in Britain were not
known to us at the time of writing, it appears that the government is
unwilling to expand or possibly even sustain at current levels the body of
people who constitute Her Majesty's Inspectors. In The Parent's Charter of
1991, the government signalled its wish to see an increase in the frequency
of inspection of schools, with summary reports being made available to all
parents by right.' To accomplish this, it plans to pass legislation which
will allow the accreditation of independent inspectors, with schools free to
hire their own inspectors under the provisions of local management. In-
formation to hand suggests that the number of Her Majesty's Inspectors
employed by government may decline from 480 to 175, with only forty-
three remaining to carry out inspections of schools.{

It is clear that the demand for accountability is increasing at a time
when governments are unable or unwilling to sustain current levels of
staff who can be directly involved in the inspection or review of schools.
At the heart of the resolution of this issue is the extent to which valid
information can be furnished for accountability purposes under these
conditions. We suggest some ways in which this can be done in another
section of this chapter.

Evaluati in and Review in the Self-Managing School

The refined model for self-management, as described in Chapter 2, is
reproduced here for convenience in Figure 7.1. Evaluation and review is
one of the key phases of the annual management cycle. Half of the circle
is shaded in black, the other is not, indicating that the policy group and
program teams have separate, important but related tasks in program
evaluation. The policy group has responsibility for ensuring that the charter
of the school is the starting point and focus for evaluation efforts and,
more specifically, for the collection of information and making of judg-
ments in respect to the extent to which policies, priorities and plans have
been addressed. Program teams, will, of course, contribute to this effort
but have the special responsibility for the gathering of information and the
making of judgments on the extent to which plans for teaching and learn-
ing have been addressed. Included here will be information gleaned from
the school's testing program. Consistent with all that we have encouraged,
there are high levels of participation in these activities: teachers in program
teams and representatives of the school community hi working parties of
the policy group.
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Figure 7.1. The Refined Model for Self-Management
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We stressed that this aspect of the model highlighted the major features
of a key phase of an ongoing cycle, acknowledging that program evaluation
occurs formally and informally all the time. We were also conscious of the
time-consuming and burdensome approaches to whole-school evaluation
in the past. Accordingly, we devised a set of guidelines which might make
the process of program evaluation relatively straightforward, integrated
with ongoing management processes, maintaining a focus on learning and
teaching, with outcomes which can be easily taken up in the next cycle of
self-management. The following arc the major features of the approach
we recommended.
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Distinguish between minor evaluations and major evaluations; for
each program, the former is carried out informally by members of
the program team once each year, while the latter is carried out in
relatively comprehensive fashion on a cyclical basis (say, once every
three, four or five years) by a working party or evaluation team
appointed by the policy group.
The minor evaluation may rely on informed- opinion among
members of the program team, the aim being to identify matters
for fine tuning in the next year (although evidence of major prob-
lems should result in a major evaluation in anticipation of signific-
ant change); the major evaluation calls for more extensive and
objective gathering of data from sources outside the membership
of the program evaluation team, the aim being to appraise policies
and programs in searching fashion.
Reports of evaluations should be relatively brief, with one and
two pages being the maximum length recommended, respectively,
for minor and major evaluations of a particular program.
Reports of all evaluations should be gathered together and pub-
lished in simple, jargon free, easy-to-read form. Copies should be
made available to each member of all program teams, to the policy
group and to others upon request.
Minor evaluations can be carried out in an hour or so toward
the end of each school year; major evaluations are more time-
consuming but can generally be carried out in the second half of
a school year.
Program evaluation reports are utilised immediately in the next
phase of the model for self-management. With all evaluations
completed by the end of the preceding school year, the published
collection of evaluation reports can be on the table at the first
meetings of policy group and program teams at the commence-
ment of the next school year. The policy group may immediately
review each report in turn and may ask questions such as the
following: 'Are new needs identified ?' Is there a need to review
policy in areas related to this program ?' Should the development
plan be modified in the light of this report ?' Should priorities be
changed ?' What are the implications in respect to the allocation of
resources to this program ?' Program teams may address similar
questions. Policy groups will seek the comment of program teams.

Performance indicators

An indicator is an attribute of a program or school, a measure of which
is utilised in making judgments about the program or school. Such at-
tributes may be related to inputs, such as resources allocated to a program
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or the number of years of teaching experience among staff; processes,
including aspects of teaching and learning such as time allocated to par-
ticular tasks or the extent to which certain technologies are used; or out-
comes, such as results on tests of achievement. The measures may be
relatively subjective, such as opinions of teachers or perceptions of parents,
or they may be relatively objective, such as frequency of use of a service
or scores on tests. Performance indicators are concerned with outcomes,
but the term is often used to encompass all that we have included here.
Many performance indicators such as rates of retention, attendance, sus-
pension or graduation describe the general 'health' of the school.

Indicators may be utilised in making judgments about aspects of a pro-
gram, a program as a whole or the school as a whole, including the extent
to which matters of fundamental importance in the school charter have been
addressed, policies have been implemented or the development plan has
progressed. The policy group should ensure that appropriate indicators
have been specified in plans, budgets and documents of strategic import-
ance to the school. The group should be satisfied that the indicators will
meet requirements for accountability to the community and to the centre.

Consistent with all the guidelines for self-management, indicators
should be easy to understand, to the extent that their validity will be easily
accepted by all with an interest, and that information associated with each
can be readily and inexpensively acquired and communicated. This is
especially important, given that a range of indicators will usually be required
in order to make sound judgments. For example, scores on tests do not
tell all about the worth of a program or a school.

Satisfying requirements for accountability

The broad arrow above the circle labelled 'evaluation and review' in Figure
7.1 is intended to indicate the utilisation of information in the review of
charter, policies and development plan. It is also intended to indicate a
relationship to requirements for accountability. Those at the centre of the
school system will seek information on the extent to which centrally
determined goals, policies and priorities have been addressed. Appropriate
indicators should have been identified to ensure ease of reporting. Similar
considerations are required in reporting to the community of the school.
In the refined model for self-management, all the matters for report should
be contained in the school charter which should thus be a helpful docu-
ment in planning what might be formally titled the School Report.

Consistent with all guidelines for self-management, the School Report
should be a relatively brief document of no more than, say, five pages. It
should be free of jargon, with tabular or point form presentation of infor-
mation based on agreed indicators related to goals, policies, priorities and
other matters of importance as set out in the charter of the school,
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We described earlier the issue of feasibility of approach, referring in
particular to the potentially high costs to a system of employing large
numbers of inspectors and other officers engaged in review and audit. We
suggest that with the approach to accountability described here, with ac-
countability expectations including the specification of indicators incor-
porated in the school charter, there will be no need for large cadres of
external reviewers. Indeed, we envisage information being provided an-
nually to the centre and the community in routine fashion with only one
system officer normally involved. Even for major reviews conducted on
a cyclical basis, there will rarely be need for a heavy commitment of
external staff.

A final matter in connection with indicators and accountability is
concerned with national or system-wide testing programs and the manner
in which they may be incorporated in the approach we outline here. We
see no difficulty unless, of course, test scores constitute the sole set of
indicators, but this should never be the case; they become one of many
indicators which, taken together, provide information which represent-
atively samples the goals, policies and priorities of the system and school.

Accountability in Action in a System of Self-Managing
Schools

The Edmonton experience

We selected the Edmonton Public School District in Alberta, Canada, to
illustrate the approach to accountability we have described thus far. This
city school district introduced school-based management to all of its more
than two hundred schools in the early 1980s, following a three-year trial
in seven schools. Known originally as school-based budgeting, the practice
has broadened to encompass most of the characteristics we have described
for a system of self-managing schools. Absent is a policy group for each
school which includes parents and others from the school community.
The elected school board is the policy group for the system as a whole;
there are no school councils or school boards at the local level. A detailed
account of the Edmonton experience is provided by Brown.'

Framework for accountability

The following kinds of information are gathered for purposes of account-
ability. A description of key processes follows this listing.

All students at grades 3, 6 and 9 levels take district tests in language
arts, mathematics, science and social science; students in grade 12
take the Alberta Education Examinations.
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Each year a panel of experts defines a 'benchmark' (standard) for
each of the district tests, this being a level of achievement which
is considered an attainable target for all students in all schools.
Performance on these tests is gathered for each school, area (region)
and for the system as a whole. Results are reported according to
the numbers of students at each grade level, who wrote and achieved
the bent hmark, who wrote and did not achieve the benchmark,
who wc. declared exempt, who were absent, and who attained a
standard of excellence (a score of 80 per cent or higher).
All students, teachers, principals, district staff and a representative
sample of parents complete an opinion survey each year. Students
at the primary level rate their satisfaction with 23 factors in the
categories of courses and programs, organisation, staff, and services
and facilities. The category of communications is added to provide
a total of 35 and 37 factors for junior and senior high school students
respectively. Teachers, principals and district staff rate their satis-
faction with 28 factors in the categories of confidence with senior
personnel, support from senior personnel, communications, goals,
working conditions and recognition for their contributions. Parents
rate their satisfaction with 29 factors in the categories of courses
and programs, organisation, staff, services and facilities and com-
munication. Responses are gathered for each school, area (region)
and the district as a whole for each sector of the school system
(primary, junior high and senior high). Reports include percent-
ages of respondents who were satisfied or dissatisfied, with an
indication of lowest, mean and highest percentages of satisfied
respondents among the schools in each sector.
Comparative data are reported for each year since 1987 for district
tests and since 1981 for opinion surveys.
Results of tests and surveys which are made public are aggregated
by sector for the district as a whole so that the public at large is
not able to make school-by-school comparisons. Schools receive
detailed analyses of their own tests and surveys, and are able to
compare their outcomes with the range of results for other schools
in their area and in the district. Analyses for a particular school are
available to parents and others upon request.
Other information reported for each school are retention rates for
enrolment in grade 12 subjects; student attendance rates; percent-
ages of students achieving acceptable and excellence standards in
Alberta Education Examinations at the grade 12 level; percentages
of students receiving the Alberta Education High School Diploma;
percentages of students receiving Edmonton Public Schools Honour
Awards; numbers of staff attending in-service and external pro-
fessional development activities; number of bookings for commu-
nity use, considered an indicator of community attitudes toward
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schools; costs of repair and maintenance borne by the district on
the one hand and by the school on the other; costs of capital
projects; budget allocations and actual expenditure on utilities (gas,
electricity, water); total budget allocation and actual expenditure,
specifying surplus or deficit to be carried forward.

The processes for accountability

The processes for accountability are consistent with the approach described
in this chapter. The key person in the link between school and centre is
the Associate Superintendent responsible for the management of schools
in a particular area of the city. For example, Bob Smilanich is Associate
Superintendent for Area 6 which in 1990-91 had 9618 students enrolled in
twenty-eight schools spread throughout the district (areas in this context
are not defined by geographic boundaries). Smilanich has responsibility
for ensuring that district goals, policies and priorities are known to principals
who then work with their staff and others in planning for the forthcoming
year. Schools set their own priorities in a manner which reflects the central
framework as well as local considerations. Program plans and budgets are
prepared and performance indicators are specified. Among these perform-
ance indicators are those drawn from the central framework for account-
ability as listed above.

In preparing plans for the forthcoming year, schools are guided by
the results from tests and surveys in the previous year. The Associate
Superintendent meets with principals to review these results, explore factors
underlying areas of concern related, for example, to performance which
falls short of school expectations or at the lower end of the range in the
area and district. The Associate Superintendent also sets priorities for the
area, taking account of these results for all schools as well as the goals,
policies and priorities for the district as a whole.

The Associate Superintendent is also the key person in the account-
ability framework in terms of reporting to the district's elected Board of
Trustees. For example, Associate Superintendent Bob Smilanich met with
the Board 5 October 1991 to review the results for the previous academic
year in 1990-91. His sixty-page report was prepared by a Review Com-
mittee of four which included a school principal. In addition to a tabulation
of test scores and survey responses for all schools in the area, along the
lines listed earlier in this section, an overview highlighted aspects where
gains and losses were made in a comparison with results for 1989-90. He
was able to report, for example. that:

The 1990-91 results at the elementary level arc most encouraging.
With fewer exemptions, there were gains in the numbers of students
meeting the benchmark in all fbur subject areas at both the grade

5 1
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3 and 6 levels. Collectively, the results of the grade 9 level failed
to show comparable gains and will become the focus of attention
for the current year.6

Smilanich reported that 'the performance of students on the district's
achievement exams was a key component in the performance review of all
principals:'' Another feature of Smilanich's report was a section which
summarised priorities for attention in each of the schools in the area for
the preceding year.

Three observations are made in relation to the resources required to
sustain the approach to accountability in the Edmonton Public School
District. The first is that it is evident that the system has established a
sophisticated array of survey processes over the last decade in addition to
the testing program. Survey instruments are typically brief and 'respondent
friendly' such that high rates of return are received. Item responses have
been selected so that computerised scoring is possible. Once established,
the survey process has become routine at a relatively low cost to budget.
Subject area specialists are required, of course, to design the tests and to
set the benchmarks. The second observation is that the approach to account-
ability in Edmonton does not call for large numbers of external review per-
sonnel. Indeed, the Associate Superintendent is virtually the only person
involved in the district-school link. The third observation is that the' district
has been able to highlight steady gains in most areas over the course of a
decade given its now substantial database and the setting of benchmarks
from year to year by teams of experts in the different subject areas. This
is a commendable achievement considering the general concern in Western
nations at the quality of education throughout the 1980s. Indeed, there has
been remarkable stability in the district as evidenced by the fact that Michael
Strembitsky has been Superintendent of Schools since the early 1970s,
bringing his vision to realisation throughout the intervening years.

Accountability and outcomes of education

Questions are often raised as to whether this relatively sophisticated ap-
proach to accountability in Edmonton has provided information which
reveals that the system has done better than if it had not moved to self-
management, or if it has done better than comparable districts over the
period of adoption and institutionalisation. Before and after data on stu-
dent achievement were not collected, and there is no evidence to suggest
that Edmonton students are achieving at higher levels than their counter-
parts in comparable systems. However, Brown's study of school-based
management in Edmonton and other systems led him to the following
conclusion in respect to the links between school-based management and
outcomes in education:
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The Edmonton surveys reveal an increase in outcomes in the form
of satisfactions registered by large numbers of parents, students,
and personnel working in schools and the district office. These
results appear to be stable, significant, and superior to those ob-
served from general surveys conducted in the rest of Canada and
the United States.8

We suggest that this is a considerable achievement for Edmonton Public
Schools, but the most significant aspect of Brown's finding is that the
district had the means of demonstrating these effects during a period of
widespread concern about education in Canada and the United States.
Indeed, most school systems around the world would be unable to do so
because they lack a framework for accountability which might furnish the
information.

It is also worth noting that the levels of satisfaction about which
Brown reports are not just marginally positive. For example, for 1990-91
the percentage of parents reporting their satisfaction exceeded 80 for each
category in the survey (courses and programs, organisation, staff, services
and facilities, and communications).9 The percentage of teachers across all
levels K-12 reporting their satisfaction exceeded 70 over all categories in
the teachers' survey and exceeded 80 in the category concerned with
working conditions (the items in this category dealt with the fairness of
assigned responsibilities, whether the district and the school were good
places in which to work, involvement in the budget process, opportunities
for professional development, support received from central services, the
extent to which workloads were distributed equitably, the appropriateness
of class size, parental involvement, and non-parental involvement).

Transitions in Leadership for Accountability

Reference has already been made to changes in the role of the inspectorate
in Britain which were foreshadowed in The Parent's Charter. In summary,
a reduction in the numbers of HMIs from 480 to 175 has been intimated,
but, with an increase in frequency of inspections of schools being an
expectation, it means that the workload will shift to inspectors employed
by local education authorities (LEAs) and, most significantly, to individuals,
organisations and agencies who gain accreditation to carry out inspectorial
work in schools.

Given the issue of feasibility of approach raised earlier in the chapter,
and the associated pressure to reduce costs at the level of the LEA, we
question whether the proposed course of action can be sustained. Far better,
we believe, for authorities to build approaches to accountability of the
kind now well established in Edmonton, embedding evaluation and ac-
countability in the culture or the authority and its schools, to the extent
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that only one officer of the authority need be involved in the authority-
school accountability link.

All other expectations for reporting to parents set out in The Parent's
Charter can still be achieved. Schools would, of course, be entitled if not
encouraged to contract additional external support, utilising, where ap-
propriate, one or more accredited inspectors.

Similar possibilities can be explored for Australia and New Zealand.
For the latter, we reported reduction in the number of staff in the Educa-
tion Review Office following the review of reforms in the wake of the
Picot Report. The course of action we suggested for the British scene
might be considered here. For Australia, one of the most comprehensive
and sophisticated systems of educational review has been established in
South Australia under the direction of Dr Peter Cuttance, who has a world-
wide reputation for his expertise in matters related to evaluation and school
effectiveness. The inspectorate has been abolished in Queensland, with
plans and appointments in train at the time of writing for a similar scheme.
The questions we raise here are similar to those implied in our commentary
on the British scene. Essentially, these question the long-term desirability
of sustaining a large and potentially costly central arrangement for evalu-
ation and review when alternatives such as that in Edmonton are available.

Perhaps it is best to see what is occurring in Australia, Britain and
New Zealand as transitions to the approach which fully develops an
evaluation and review capability at the school level and minimises, even
to one, the number of system officers who are directly involved in the
system-school accountability chain.

Nothing in these comments should be construed as detracting from
the achievements and value of the work of inspectors in the past or
suggesting that the kind of expertise they have acquired is no longer re-
quired. We are contending that different working arrangements are pos-
sible and desirable for a system of self-managing schools which maximise
the capabilities of schools in respect to resources and skills in evaluation
and review.

Some Implications for Appraisal of Principals and Schools

It was not our intention to describe and illustrate approaches to the appraisal
of staff in the self-managing school. However, some implications are readily
apparent in the foregoing accounts and some general principles are offered
here as a guide to practice. Addressed here is the appraisal of principals.
Included are some cautions in respect to the validity of school-by-school
comparisons on the basis of test scores.
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on the one hand and the school and its community on the other.
The concept, of the school charter has the potential to resolve the
matter, for such a document will set out system and community
expectations in a form which has been negotiated and agreed. The
charter will be an important starting point in all matters related to
accountability of the school and the appraisal of people such as the
principal.

2 Government has a legitimate interest in how well the school
addresses centrally determined expectations. The charter should
specify the kind of information to be gathered from time to time
to monitor the progress of the school. In similar fashion, the local
community through the policy group has a legitimate interest in
how well the school addresses locally determined expectations,
with appropriate specification in the school charter.

3 Information on how well the school is meeting expectations is
appropriately the focus of discussion between officers of the system
and the principal on the one hand and the policy group and the
principal on the other. These discussions should occur in the con-
text of the charter, policies and development plan.

4 There is no need for large review and audit agencies at central or
other levels to carry out the task of monitoring school progress in
addressing system expectations in the school charter.

5 Momentum is gathering for national student testing programs in
Australia and other countries. Such tests already exist in Britain.
Without pursuing here the many issues related to the content of
such tests, the argument in favour of appropriate tests is strong,
given growing acceptance of the need to monitor the educational
health of a nation. Within a system the results of such tests for
particular schools may be helpful in discussions on school effect-
iveness and school improvement, providing due recognition is
given to situational factors. However, we know enough about the
limitations of such tests to declare that school-by-school com-
parisons without appropriate account of situational factors are
invalid if we wish to find out if one school is 'better' than another.
There will be great pressure to release the raw data of school-by-
school comparisons in a manner which will distort the account-
ability process described thus far. In our view the strongest possible
stand should be taken against the release of such data when ac-
companied by claims or implications of relative effectiveness.

6 Subject to the considerations set out above, the major character-
istics of an approach to appraisal of principals may be described.
The starting point is, of course, the school charter, which should
specify the principal's role as leader and manager in addressing the
expectations of the system and local community. Formative and
summative appraisal can thus be referenced to the manner in which
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this role is specified. Those involved in the appraisal would likely
include a person representing the system (in relation to system
expectations), the local community (in relation to local expecta-
tions), teachers (in relation to the role of the principal as the leader
of the school), the principal and, preferably, the principal's mentor
(reflecting here a preference for mentoring in the principalship).

7 Assurning that principals are appointed for fixed terms, it is sug-
gested that a formative appraisal is appropriate at the end of the
first year and a summative appraisal is appropriate in the final
year.

8 While both kinds of appraisal may suggest areas for professional
development, it is suggested that the latter may more appropriately
emerge from ongoing consideration of progress in school develop-
ment in the context of the school charter.

9 Clearly, the foregoing are general considerations which require
detailed specification of a host of matters. For the appraisal of
principals, these will include procedures which ensure natural
justice.

The Responsive Leader

We conclude with consideration of the attributes of a responsive leader
who works successfully within the approach to accountability we have
offered in this chapter.

Responsive leaders are committed to the notion that the public school
is an institution which has been established to serve the interests of society
as a whole and the community in which it is situated, as well as, of course
(and most fundamentally) its students. Reflecting this commitment, the re-
sponsive leader is at ease with the notion that all whose interests are served
are entitled to have information to enable judgments to be made about the
extent to which the school is addressing and achieving expectations, as
these are set out in the school charter.

Demonstrating also the attributes of cultural leaders, responsive leaders
are able to work with others to nurture a culture which values critical
reflection on their work.

Demonstrating also the attributes of educational leaders, responsive
leaders are knowledgeable about learning and teaching, and the support of
learning and teaching, to the extent that they are able to identify valid and
reliable indicators for use in accountability. They are mindful of the
limitations of indicators and of the importance of identifying a range of
indicators which samples in comprehensive fashion the goals, policies and
priorities of the school as well as key strategies in the school development
plan. They can select those which optimise the allocation of resources for
collection and analysis.
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Demonstrating also the attributes of strategic leadership, responsive
leaders are able to analyse information derived from evaluation and review
and are able to work with others to draw implications for refinements to
overall management strategy as well as for decision-making in the annual
management cycle.

Responsive leaders are mindful of the dangers of inappropriate or
unethical or fraudulent claims based on information which arises from
evaluation, especially in respect to results in system-wide testing programs.

Responsive leaders are knowledgeable about different purposes and
approaches to evaluation, including distinctions between program evalu-
ation and personnel appraisal. On the other hand, responsive leaders ensure
that appropriate connections are made between program evaluation and
practices such as peer coaching and mentoring arrangements. Essentially,
they ensure that the driving force in these and related activities is a burning
desire for improving the quality of learning and teaching.

Responsive leaders ensure that the force which should drive activities
in a systematic approach to accountability is a desire for improvement.
Indeed, responsive leadership itself may well be viewed as an underpinning
of each of the dimensions of leadership we have considered in Chapters 4
to 7, and the driving force behind the efforts of the whole school com-
munity to enhance the quality of education.
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Transforming the System:
Avoiding the Perils of Restructuring

Self-managing schools are emerging in times of dramatic restructuring
education around the world. While changes to roles and responsibilities at
the school level are challenge enough in themselves, there are concomitant
changes at the central and other levels of the system which are even more
far-reaching in terms of their impact on people. This chapter is concerned
with the manner in which school systems may be transformed to achieve
self-management, minimising the frequently cited perils of restructuring.

The Perils of Restructuring

These experiences are not unique to education; they have their counterpart
in most fields of public and private endeavour. In the private sector, for
example, Rosabeth Moss Kanter catalogued the possible harms from re-
structuring, referring to the cost of confusion, misinformation, emotional
leakage, loss of energy, loss of key resources, breakdown of initiative,
weakened faith in leaders' ability to deliver and the need for scapegoats.'
She referred also to 'the backlash, the resistance, the cynicism, and the
sheer fatigue of taking on so much change', and to a 'crisis of commit-
ment' which may be found among members of the organisation.'

This 'downside' of restructuring is the fear, if not the recent reality,
in education. It has been documented most graphically in the Australian
setting by Harman, Beare and Berkeley when they reviewed case studies
of change in the 1980s in each of the six states and two territories. They
observed that 'while restructuring has had various obvious adverse effects,
especially on morale, career structures and stability of school systems, the
positive effects appear to be limited."

Uri a more positive note. Kanter outlined three key strategies which she
asserts lie at 'the core of the post-entrepreneurial management revolution':

restructuring to find synergies among pieces of the business, both
old and acquired ones; opening their boundaries to form strategic
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alliances with suppliers, customers and venture partners; and devel-
oping explicit programs of investment and coaching to stimulate
and guide the creation of new ventures from within.'

One senses-that-a-parallel statement could be written-for education.
We believe that systems of self-managing schools along the lines described
and illustrated offer a real possibility for developing these organisational
attributes. In their review of developments in Australia, Harman, Beare
and Berkeley concluded that 'the emerging new model for the delivery of
public education is likely to be through self-managed schools', but declare
that 'one major challenge is to explore and to specify what particular
conditions are necessary in order to make the self-managing school work
really well.' We address this challenge in this chapter.

Five areas are addressed. The first outlines ways in which a system
must change in respect to the manner in which resources are allorated to schools.

This is crucial to-the success of self-Management, given the often expressed
concern that there will be adverse effects on equity. We take a contrary
view, believing that equity may he enhanced through a transition to school
self-management. In the second section we examine the role of the teacher

union in a system of self-managing schools. Drawing on the example of
Dade County Public Schools in Florida, we offer recommendations for a
new role for teacher unions which fosters a higher level of pi ofessionalism
among teachers yet provides the safeguards which arc normally expected
in collective agreements negotiated at the system level. We then return to
the concept of culture, introduced in the school context in Chapter 4, and
outline ways in which the system nmq nurture a mhure of service in support of
self-managing schools. In the fourth section we acknowledge the painful
effects of system restructuring, much of which has occurred at the same
time as initiatives in school sclf-management have been undertaken. We
address here the harmful effects noted by Kanter in the business sector and
by Harman, Beare and Berkeley in their account of restructuring in Aus-
tralian education. We provide guidelines in 'caring and cushioning' for people

(Octal by restructuring at the centre as the system is transformed to support
school self-management. In the final section we summarise tier attributes of

system leadership observed in different places in the transition to school self-
management.

We do not provide a stepby'-step account of how systems arc trans-
formed ti 'r self management. A detailed account of change in selected
school systems in Canada and the United States is provided by Brown
and, in a single system in the United States, by Wisslcr and Ortiz.' Nor
do we dull with a system requirement for professional development.
We addressed this in Chapter ft in the context of educational leadership.
Our primary purpose in Chapter H is to address selected strategic issues
at the system level that have proved problematic over time across all
nations.
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Achieving Equity through Self-Management

Harman, Beare and Berkeley identified equality of provision and oppor-
tunity (equity) as a critical consideration in addressing the challenge of
self-managing schools:

It should be remembered that, in the late nineteenth century, the
highly centralised 'state'-wide bureaucratic system we 1:new for a
hundred years was developed largely in order to ensure equality of
educational provision and opportunity, across vast geographic areas.
Unless the new systems of publicly self-managed schools can ensure
a large measure of equal provision across states, they will soon
come under considerable political pressures, perhaps leading even
to a new movement for recentralisation?

It is disappointing that much of the literature on restructuring has not
presented the evidence that has accumulated over the last decade which
reveals that allocation of resources in a system of self-managing schools is
likely to be more equitable than approaches that have been utilised for
decades tinder more centralised arrangements, Given the frequency with
which concerns such as those expressed above have been raised, we set out

in this section of the chapter some of the ways in which fears about this
facet of restructuring can be alleviated. What follows is an account of how
a system may be transformed by allocating resources to self-managing
schools in a manner which more adequately reflects the values which are
held about education and schooling than the uniform or equal, allegedly
fair, approaches in the past.

lice' tot Nulty throtiCh Self-matiagetrumf

The case for achieving equity through self-management as expressed

best in an influential text in the 1970s by Garin!, Guth._ and Pierce,'
They addressed the apparent paradox that school-site budgeting is more
equitable than relatively uniform, centralised allocations of resources to
schools. They argued that centralised budgeting along these lines. with
minimal opportunity for schools to budget to address local priorities,
impaired the achievement of equality (equity), efficiency and choke. Eq-
Mty is impaired because a centralised budget nukes it difficult for schools
to match services to student needs. Ffficiency is impaired because incen-
tives for its achievement are not provided. Diversity within and among
schools is difficult. thus consttaining choice. All these limitations can he
addressed through school-site budgeting or, in the broader view we have
taken, through sthoial self- managumunt.

1 he challenge lur school systems, then, is (1.) determine a means of

allocating resources to school, in an equitable manner. taking account of
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the various factors which make schools differ, one from another, thus
providing what is called in some places a 'global budget' within which
schools can address their own priorities within the framework offered by
the school charter.

We have had the opportunity to observe at first hand the efforts of
different school systems to determine an equitable way of allocating re-
sources to schools for school-site or global budgeting. These efforts have
invariably been successful, despite some errors in the early stages in some in-
stances. Such errors reflect more than anything else the fact that the actual
cost of operating a school has rarely been known with any degree of
accuracy under centralised arrangements, thus raising serious doubts about
claims of equity under such conditions.

Nlaking the transition: the perils of 'getting the formulae right'

The derivation of formulae to allocate equitably resources to schools has
been the occasion of much anguish. It is helpful to understand how this
has come about. Invariably the process begins with an attempt to unravel
historical costs, that is, the actual costs of running schools in the past in
each of the various categories of resource usage. Fvidence of past inequity
usually emerges, with some schools consistently receiving more resources
than others which are comparable in all other respects. These inequities
came about because of the way in which some allocations were determined
under centralised arrangements: a combination of special case decisions or
favours granted by supervisors in subject areas or others charged with
decision-making, successful attempts to exert influence (`the squeaky wheel
gets the grease') or the maintenance of favoured status that accrues to
some schools that are deemed exceptional.

Many school systems have commenced the transition to self- IliA!idge-
mem by devising formulae based on historical costs, but the inequities are
soon revealed because the process is open and data not previously known
or available soon come to light. Any attempt immediately: to redress the
situation will, understandably, bring cries of concern from schools which
were sicially favoured in the past, for they will lose resources while
others wilt F )in, Some instances of initial opposition to self-management
can be traced t' this factor alone.

Alternatives are usually explored. such as allocations on the basis of
inputs. that is. on mean costs of providing schooling to students at differ-
ent levels of the school system. Another approach is to allocate resources
on the basis or 'weds, that is, on mean cuts of meeting learning needs in

particular programs across the curriculum. Similar concerns are raised in
each instance beEatise, as with approaches based on historical costs, there
will appear to be winner, and losers in the transition. especially in times
of financial constraint.

164 1i1



Transforming the System

Some Guidelines and Illustrations for Achieving Equity in Resource

Allocation

We offer the following guidelines with a view to easing the pain in moving
from a centralised approach to allocating resources, which frequently results
in institutionalised_ inequity, to a decentralised approach, in which the
search for equity is ongoing, open and invariably successful, judging from
the satisfaction of participants in the process. These guidelines are based
on observations ofand experience in teams charged with the task of deriving
formulae in Australia, Britain, Canada and New Zealand.

1 There should be a clear understanding at the outset that formu-
lae for allocating resources to schools will be continually refined
and improved as more information is acquired about the actual costs of
meeting the educational needs of the full range of students in a particular
school system. It should also be understood that changes will occur _with
shifts in values, priorities and other circumstances in the school system,

2 Assurance should he given that 'safety nets' will be provided in
the years of transition or whenever there are rapid changes in sys-
tem priorities or local circumstances so that no school experiences a
sudden decline in the resources allocated to it. By confining changes to,
say, less than 2 per cent, if staffing costs are included, or 5 per cent, if
staffing costs are not included, then a measure of stability and continuity
in planning will he assured. Interestingly, there was evidence in England
that schools experiencing large increases in resources had greater difficulty
coping than schools experiencing a sudden decline, at least in the early
stages of transition.

3 There should be an expectation that formulae for allocating
resources to schools will reflect a concern for meeting the learning
needs of all students and that factors which do not have this central
concern will be progressively phased out. There will be an unrelenting
search for valid indicator:, of the contribution of resources to learning. In
the early stages of transition it is usual to sec many factors specified in the
various staff and nonstatIcomponents of a budget allocation: so much for
electricity, so much for telephones, so much for equipment, so much tier
maintenance and co on. To some extent this stage is necessary, because it
provides reassurance of a relationship between the placement of funds in
school-based budget1 and the areas of visible expenditure in the school. In
the early ctage, however. there may be little discretion liar schools to
budget across these areas. Even with these restrictions removed, it is usually
difficult to establish a telAtitfilShip between the total of hinds allocated and
the learning needs of students. Moreover, disparities among cchoolc arc
soon inAde evident to a greater extent than in the past when salaries of
teachers are taken into account. Some schools have a preponderance of
teachers at the upper cud of the salary scale. other schools has e the oppo-
qte pAtIrrIl I lisparines calculated on a per student basis nu be as high ac
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25 per cent, a range difficult to justify if it is students and their learning
needs which should drive the search for approaches to ensure equity in the
allocation of resources to schools.

4 The potential for conflict is high when approaches are demonstrably
inequitable or_when sudden changes to patterns of resource allocation are
made. Such conflict has been managed when the transition has in-
volved a series of stages which have steadily sharpened the focus on
the learning needs of students. These stages may be described as follows.

STAGE I The GOKfitrmula. The somewhat irreverently titled 'God only
knows' approach predates the systematic developments of
recent years. It is typified by the historical disparities described
earlier. Significant inequities have been institutionalised.

STAGE 2 The AWPIJ fi)rmula. The Age Weighted Pupil Unit is evident
in the early stages of the transition to self-management. Essen-
tially,- it provides a direct relationship between-age of student
and the amount of the per student allocation. To a large extent
it perpetuates inequities embedded in historic practice, since
school systems have often provided students at the senior sec-
ondary level, for example, with the best buildings and equip-
ment and the most highly paid and best qualified teachers.

STAGE 3 The NIVPI I formula. The Need Weighted Pupil Unit is pre-
dominantly a reflection of degrees of learning need, with
allocations varying according to costs for particular kinds of
educational program. A range of other factors may be utilised
in supplementing the NWPU: examples include allocations
related to student transiency rate or 'start-up' costs for the
introduction of a program or a residual factor based on age of
student. School systems develop a capacity to determine the
amount of NWPUs when sources of data become more ex-
tensive and some experience in refinement of formulae from
year to year has been gained. An interim arrangement has
been observed in which two allocations are made, one based
on age and one based on need.

S PAGE 4 The KIRK formula. The 'Kid Is a Kid' approach involves a
search for a single, uniform per student allocation fir all
students in the system derived from aggregated costs, We
fuse not (!ber,ed the KIAK. approach in practice but have
sensed the pressure to move toward it. Supporters contend
that the full range tlf learning needs of students is distributed
throughout the population of a school system, and devising
complex formulae to identify costs of differential degrees of
need h L11111rte,caty. We disagree and suggest that sut cecsivc
refinements of the NWPLE approach will achieve optimal levels
"I equity.
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Figure 8.1. Needs-based Allocation of Resources to Schools in the Edmonton Public
School District, Alberta, Canada

Level Ratio Per student
allocation
1992 (SD

1

2

3

1 00

1,27

1.55

3077

3922

4776

4 1 80 5550

5 2 61 8019

-6 2 8861

4 40 13523

8 641 19713

9 7E1.9 2,426.8

Illustrations of learning needs to be satisfied at
tnis level of resourcing

Students in regu!ar_kindergarten, primary. ;unite:
high or senior high programs

Students enrolled in primary or junior high who
require d ffererdiated I-unworn. n1 instilirllnr).
senior high other Man learning needs at Leve: 1;
English as a Second Language

Students in trades and services programs

Students with serious difficulties in academic
learning who require special assistance

Stiidents enrolfed in specialist facilities for the
lmarnicilj

Slottentii of pirinafy, sen.or
age wh:, ire moderately mental:1f or physically
handicapped

Students who ore behaviour disordered.
dfidendent hAndif,apped, hearing impaled, multi-
hand.capped, physical:, handicapped. or .i/isually
impaled

Students who are !leafing impaired, vruualiy
imoa,feci, autistic, cleat and blind, or phys.c.ally
hancii.;:apoect re:ja.ring reso3rcin7 at lav'els higber
than !eve, 7

Students who n'e hearing impa reJ and visual',
seep] .cd rOf;.:irl.:"Ig ill It341. 11'4°P.J,

than Level 8

Figure g.I summarise, the appioach to resource allocation in the
Edmonton Public School lir trict in Alberta. Canada w Inch extended self-
management to all its schools in the early !Wins. A feature has been the
steady evolution and successive refinements along the lines reflected thus
far in these guidelines. for structurc and amountc in Figure 8.1 are those
in effect in January 1q2, We behest' it is an cx' client illustration of the
needs-based approach. Nine levels or per student allocation arc defined,
with the total or all such allocation; to a particular school forming the
major part id- the school budy,et. Other lartrir, Cmisictritt with the de-
scription liVe ha% c pro% OM or the NWPU, arc related tit such factor; as
traniiency rate. lesel coriminity diadvantage, extent of community
use i f 1..Lhtm.1, Awl lira for nee, rmgrmus. 1 he ltital
constittite,. a global budgct for the cri then plan it'. c,c-

ptildin,r, ,:ystrin tied chool h should be noted
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that salary costs in a particular classification of staff are charged to schools
at the average rate for the system as a whole.

5 A working party, supported by high-level technical ex-
pertise, should be established to devise formulae for equitable re-
source allocation. It is apparent in some systems moving toward school
self-management that there is a surprising lack of information about what
it actually costs to operate a school or a particular educational program
within a school or across a system. To devise an equitable approach to
allocating resources to schools can, therefore, become a time-consuming
and difficult task in the early stages. At least two kinds of expertise are
required, one a capacity for financial analysis, the other a capacity to relate
educational philosophies, policies and programs to resources. Working
parties preparing options for resource allocation should contain both kinds
of expertise, with one or more members being school-based staff. In the
early stages, in particular, the working party will be preparing a series of
option,: each of which should be subjected to trial on a simulation basic
to confirm validity for a representative sample of schools prior to the
selection and implementation of a preferred option. The working party
should be reconstituted annually, given experience in school systems such
as Edmonton which indicates the need for ongoing monitoring, develop-
ment and refinement of formulae for resource allocation.

6 The manner in which budget allocations for staff are ad-
dressed is complex and must be handled with great care if the
transition to school self-management is not to be jeopardised. It is

understandable, in the early stages, that formulae for the allocation Distaff
to schools (expressed as the number of staff) will be separated from for-
mulae for allocations in the non-staff components of the total allocation to
schools (expressed as an amount in dollars, or whatever the currency).
Over time the issue will arise as to whether these two broad kinds of
allocation should be amalgamated to produce a single global resource
formula along the lines illustrated in Figure 8.1. The issue will then arise
as to whether schools should he charged for staff according to actual costs
of salaries on a school-by-school basis, or whether a notional mean salary
for the system shall be the basis of costing. We note that England and
Wales have opted for the former, Edmonton for the latter. This issue
highly contentious as the process invariably unmasks major inequities in
traditional and current per student costs of staff. Hypothetically, three
different per student costs of staff may he $2(.1)0. S3000 and SLI), in three
different schools in a sy-tcm, reelecting, re;pectively, mit costs of staff in
an urban school in a disadvantaged community stalled by mostly begin-
ning teachers: in d ,,C11001 in all tipper-class community stifled by experi_
mud highly paid teachers: and a remote small rural school of beginning
trarhers where smallnesi drives up unit roots. This type of disparity exists
now, but k largely hidden. Schookelf-manakwinent with a global budget
ii.mponent h-iny,s it into the Ten. l'he laci, of equity implied in the first
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of these per student costs should lead to vigorous debate. In general, we
recommend that those with responsibility for leading a system of self-
managing schools become acquainted with these issues and with practices
in the different places we have mentioned.

The Role of the Teacher Union in School
Self-Management

An important aspect of system transformation in the transition to school
self-management is the role of the teacher union. Our observations in the
different countries of which we have knowledge is that teacher unions
have, in the main, been opposed to school self-management, at least at the
time at which policy decisions on its adoption were made or early in the
period of transition. There arc usually signs of acceptance after the insti-
tutionalisation of the reform, for reasons which probably include the view
of mo,t principals and teachers that they prefer school self-management to
the more centralised arrangements which preceded the change. Most, if
not all, the initial fears were not justified or, if they were, they wcrc
successfully addressed once experience was gained, as in the instance of
ensuring equitable allocation of resources to schools.

There are exceptions to this pattern of opposition, notably in the
United States, where the President of the American Federation of Teach-
ers, Albert Shanker, adopted a generally supportive stance toward school-
site management which has proved highly influential in the restructuring
movement in that country. Leader; of many professional associations have
since taken the same position as restructuring gathers momentum. This is
not to say that all officials and all member; have shared this s icw.

"I he stance of the United Teachers of Dade, affiliated with the Ameri-
can Federation of 'Yeachers, was crucial to the success of the School-Bawd
Management /Shared Decision-Making Project in Dade County Public
Schools in l:lorida, where union officials were involved in key' decisions
from the outset in 19H7, Further information. about their role is given later
in this section, but it is noteworthy that Dade County was, at least until
19M9. the only system in the United States where mate. district and union
atithori7ies were working in concert in the implementation of school-
based management.'

The traditinal (.0niervative stance of the tc,Idn.r union

I he traditional noble of the teacher union is explained, indeed justified,
bv structure which prevailed until the ads cut of the phenomena

considering in this book. 'sin's derision-making was centralised,
and eclativ!:k ',III arrangement, prcsailtd acrovs the system, it made
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sense for teacher unions to match the centre in structures and processes of
decision-making. In Australia, for example, teacher unions negotiated with
state governments or state agencies on matters affecting teachers across
the state. In the United States and Canada teacher unions connected with
authorities at the school- district level-in the negotiation- of -collective
agreements. In England and Wales, and inNew Zealand, these connections
were invariably at the national level.

The situation became more complex for unions over the last twenty
years as trends to school self-management were in their infancy and then
gathered momentum. In Victoria, Australia, for example, school councils
were given policy-making powers in 1983, leaving unions with the prob-
lem of coping with increasing diversity among schools as tensions developed
with state-wide union-negotiated working conditions. The matter was
resolved through a requirement that each principal consult with a com-
mittee of teachers (Local Administrative Committee) in decisions related
to the implementation of government guidelines and school council
policies.

Unions were generally opposed to proposals for more comprehensive
approaches to school self-management. The argument was usually based
on fears of (i) inequitable allocation of resources to schools, with teachers
affected by these allocations; (ii) teachers being at the mercy of arbitrary
decision-making by school council and school board, or school principals
lithe approach became prihcipal-based decision-making rather than school-
based decision-making; (iii) smaller schools or schools in remote areas
being closed, given an apparent connection between the trend to school
self-management and concern for efficiency; and (iv) progressive weakening
of hard fought centrally negotiated working conditions. Unions were often
quick to point to the lack of research demonstrating before-and .,after effects
on learning outcomes. A further argument against school self-management
was presented when change was made at the same time that a system was
in financial crisis. A recent example is in Tasmania, Australia. An often
heard view, though not formally expressed as a teacher union stance,
was that the government was decentralising to schools decisions which
were too hard to ma!le at the centre. Self-management became associated
with self-funding. Finally, critics of the teacher union stance have referred
to the perceived fear of union leaders that their power base is eroded
or fragmented by a shift to school self-management, in much the same
way as the power of senior officers in school systems is apparently
threatened.

At the 5.1111C time. however. there is a tension in the union position
bet .1, een oppo,ition to self-management and commit:nem to the em-
powerment of the teacher. In the latter professional dimension of the role
of th. teacher union, a kill ft of decision-making to the school Joel. if
implemented in the manner intended. should provide teachers with an
incrraA7d oppormnity to participate in decision-making.
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It is fair to say that teacher unions have generally taken a conservative
stance in school self-management and that major thrusts to self-management
have only occurred where there have been the active involvement and support
of the union, as in the United States in the case of Dade County, or when
the government or school board or chief executive officer has been in a
very strong position in a political sense, as in England and Wales, with the
Thatcher and Major governments: in New Zealand, with the Lange and
Bolger governments; or in the Edmonton Public School District in Canada,
with the strong long-term leadership of Superintendent Michael Strcmhitsky
and a supportive board.

771c union response to selfmanagement

As best we can determine, most of the fears of teacher unions have proved
groundless as events unfolded. We refer, in particular, to concerns about
the equitable allocation of resources to schools (see the account earlier in
this chapter on the resolution of this issue) and the involvement of teachers
in decision-making (see satisfaction of teachers reported in Chapter 7 in
the Edmonton Public School District), although unions have maintained
a cautious, if not sceptical, stance. It would seem appropriate for them to
remain vigilant.

In our view the model response by a union has been in Dade County,
Florida. While this system must be regarded as unique in virtually every
aspect of its demography, making comparisons with most other systems
inappropriate, the general approach of the union appears transferable. In
relation to this account, it should be stressed that the major thrust for self-
management in this thirty-three-school pilot was explicitly in relation to
the professiunalisation of teachers and the encouragement among schools
of a capacity for 'self-evaluation'. '[here were no formal expectations for
achieving improvement in learning outcomes of students, although some
indicators in relation to these were utilised in the summative report of the
project.'

As noted earlier, the union in Dade County was involved in decision
and planning from the outset. Collective agreements were negotiated with
the school hoard in the normal way, but with one very important excep-
tion: provision was made for school-by-school variation through a system

theof waivers. Swanson and King describe the the approach in

School hoard rules. teacher contract provisions. and State Depart-
ment of Education regulations may be waived, he school board
ha,. suspended requirements regarding maximum class size, length
of school day, number of minutes per subject, and distribution of

porr cards. Thc union has allowed teachers to give tip planning
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periods, work longer hours for no additional pay, and engage in
peer evaluation programs."

Jim Spinks visited a number of schools in Dade County in 1988 and
had the opportunity to observe at first hand these variations from nego-
tiated system-wide arrangements. He reports an interview with one teacher
who indicated that she was prepared to work longer and work harder but
only if she was party to making such decisions. In most schools in any
system it is likely that most teachers work longer hours than specified in
job specifications or collective agreements, and they do so by their own
choice. What Dade County has done is formalise the arrangement through
the waiver system, on the condition that teachers at the system and school
levels are participants in the decision.

It is worth noting the findings of a summative evaluation of the
project in Dade County, recalling that its primary purpose was the pro-
fessionalisation of teachers. Hanson and Collins, Principal Evaluators of
the SBM /SDM Project, report the following:

In terms of the major thrust of the project, the involvement of
teachers in decision-making toward the end of making the profes-
sion more attractive, there is substantial evidence to say that the
project has succeeded. Teachers arc involved in dc cision-making
experiences in school cadres; 'teacher status' has improved; and
there is evidence that school environment is perceived as being
more collegial and less autocratic.'2

Collins and Hanson report that ratings on key items related to the
above are not as high as in the early years of the pilot and note the need
for continuing in-service:

All this is not to say that there is no room for improvement in the
project. There is evidence that SBM is losing its 'unique visibility'
within schools, as a myriad of other innovations are superimposed
over SBM school programming. Principals report that there is
substantial need for inservice in the area of converting ideas into
workable products or processes and that the role of the principal
in SBM schools is increasingly 'difficult'."

The increasing load of innovations and the increasing difficulty ex-
perienced by principals described by Collins and I lanson match the con-
ditions emerging in most school systems. It is under these conditions that
we have refined the model for self-management (Chapter 2) and have
highlighted the importance olstrategic leadership (Chapter 5) so that schools
can, to a greater extent than initially appeared possible, 'take charge of
their Own agenda'.
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Recommended stance for the teacher union

In general, we urge the strong support of self-management by teacher
unions who seek to enhance the professionalisation of their members. The
levels of involvement and satisfaction of teachers, as reported in Edmonton
(Chapter 7) and in Dade County (Chapter 8), are illustrations of favourable
outcomes. We believe that the concerns of teacher unions on matters such
as resource allocation have been addressed, although vigilance is urged in
respect to implementation.

In summary, we would support a continuing and powerful role for
teacher unions at the national, state or district levels, depending on the
context, on matters related to frameworks for salaries and working con-
ditions, including advocacy for the highest possible levels of resourcing
for schools. But none of these frameworks, we urge, should impair the
capacity for a system or a school to waive certain requirements, providing
teachers participate in the decision-making process. At the school level the
policies and procedures for allowing this diversity within centrally deter-
mined frameworks may be incorporated in the school charter. Subject to
these arrangements, we see no reason why there may not be diversity in
respect to the structure of the school year, the size of classes, the days of
the week on which classes are scheduled and the work load of teachers. In
one sense what we arc advocating is a form of school-based enterprise
bargaining, to use the language in vogue in Australia. All of this reflects
a vision of an empowered profession, a vision we extend to the next
century in our concluding chapter.

Nurturing a Culture of Service

At the heart of the transformation is a change of culture at all levels. At
the system (central, regional, district) levels this is captured by the notion
of a culture of service. The concept of culture and th_ need for change
were captured well by Dr Brian Scott. who conducted the review of the
administration of education in New South Wales. He concluded that 'the
inflexibility of the Department's structures and procedures has made it
unresponsive to the real educative needs of students and teachers' and
proposed that senior officers 'will be agents of change during a fundamen-
tal redefinition of corporate culture. Such a role will not come easily to
those who have been part of a different culture, in some cases for more
than 30 years.'"

Recalling that a simple way of viewing organisational culture is 'the
way we do things around here', we define a culture of service at the sys-
tem level as one in which all day-to-day activities are driven by the value
of providing support to schools in a manner which meets needs in a
precise and timely manner, negotiated within .he limitations of resources
which are known and understood by all parties.

r
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We acknowledge that many aspects of the centralised operations of a
system of education are more concerned with direction than support, given
the importance of centrally determined goals, policies, priorities, standards
and other elements in a framework for accountability. Even for these
functions, however, a culture of service should prevail. For example, there
is a host of matters related to the framework where communications are
received from schools and timely and helpful responses are required. Many
organisations in the private sector now pride themselves in speed of
turnaround; as citizens we demand it of agencies in the public sector. The
following account by Jeremy Sutcliffe of changes in the Department of
Education and Science (DES) in Britain suggests that this shift in cul-
ture has occurred at the centre as the nation moves toward school self-
management within a tight central framework: DES officials are eager to
point out that things have changed. There have been changes at the top.
Papers that used to lie around on civil servants' desks for a fortnight, are
now turned around in 24 hours, they say.'" It should be pointed cut,
however, that Sutcliffe offers a negative prognosis, suggesting that 'the
changes may have come too late. Ministers show no signs that the leopard
has changed its spots.... The DES in its present form looks unlikely to
survive another Conservative victory."'

We believe that a transformation to achieve a culture of service is
imperative for those involved in the direction and support of schools. The
massive restructuring at the centre reported in nation after nation is likely
to continue unabated unless this occurs. What follows are illustrations and
guidelines for those involved in one important function, namely, the pro-
vision of consultancy services to schools.

Changing the culture for consultancy services

A helpful example of changing the culture is offered by experience in the
Edmonton Public School District in Alberta, Canada. We drew on ex-
perience in this school system in Chapter 7 when describing a compre-
hensive framework for accountability for self-managing schools."

Of particular interest in Edmonton is the decision in 1986 to include
district consultancy services in the framework for school self-management.
A representative sample of fourteen schools was selected from eighty-four
which volunteered for participation in the project, the purposes of which
were to improve the effectiveness and efficiency of the service, to improve
the capability of school personnel to dr:termine the nature and level of
services required, and to improve the way in which consultancy services
were accessed and delivered. Schools in the project had their lump-sum or
global budget allocations increased by amounts which reflected the historical
use of consultancy services, according to type of school and level of student
need. Standard costs for various types of service were then determined. on
a per hour or per incident basis, with costs charged to schools as services
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were provided. Schools could choose services outside those provided by
the district. It is noteworthy that the level of utilisation of central services
declined in the first year of the trial, with many schools choosing to ac-
quire other resources or utilise alternative approaches to solving their prob-
lems. For example, additional teachers were deployed or private sector
resources (for example, social workers) were used, or schools turned to
neighbouring schools in their search for expertise. The extent to which
central services were utilised returned to a more traditional pattern in
succeeding years.

It seems that the purposes of the trial were largely achieved after three
years, with evidence of a strengthening of a culture of service. Outcomes
included (i) a 'mission' which included the support of schools and central
services as well as the opportunity to influence the setting of district
policies and priorities; (ii) a clarification of the division of tesponsibility
between central support and schools; (iii) approaches to needs assessme .1
which encouraged schools to plan and then allocate resources in their
budgets for the provision of appropriate services; (iv) service agreements
with schools; (v) enhancement of client autonomy; (vi) integrated delivery
of services to schools; (vii) flexible modes of service delivery; (viii) flexible
staffing patterns for those employed in central support services; (ix) de-
velopment of generic knowledge, skills and attitudes as well as skills in
consultation and areas of specialisation; (x) an enhanced capacit!, for net-
working; and (xi) an enhanced capacity for monitoring the quantity and
quality of service, including the identification and utilisation of centrally
determined outcomes, standards and indicators.

The initial set of fourteen participating schools in Edmonton had been
expanded thirty-six by 1991. Approval has been given to extend the
scheme to all schools on a progressive basis. Even though the number of
schools wishing to participate has always exceeded the number of places
available, the move has been gradual to provide a more orderly transition
for those providing the service. There is evidence that the culture of serv-
ice engendered in the trial has extended to consultancy services in general,
since the results of system-wide opinion surveys (see Chapter 7 for an
account of these) reveal a steadily increasing improvement in ratings by
school staff. Consultants now have a wider range of generic skills and visit
schools several times each year to plan the manner in which services can
be matched to school needs. It seems that initial fears by many consultants
that their jobs might be in jeopardy proved groundless. The trial would
appear to have had an impact by fostering a stronger culture of service
which was increasingly valued by schools."

Nurturing a culture of service

We have gleaned from these experiences a number of guidelines for
nut turir,g a culture of service in the support of schools. The starting point
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is our view that a continuing role for consultancy services is both pre-
ferred and probable. The concern of many who provide such support that
their services will be neither valued nor necessary should be laid to rest.
However, the viability of service centres or similar units will be dependent
-on the extent to which a strong culture of service can benurturcd. We do
not address in detail how consultancy services arc carried out, just as we
do not address the way in which teachers carry out their work in the
classroom,

1 In terms of attitudes to change, there is little to be gained from
blaming 'the system' for the apparent lack of stability or certainty
which characterises the provision of consultancy services. There is
much to be gained from acquiring an understanding of the forces which
are shaping the provision of services in the public and private sectors.
Leaders at the senior level should thus -do all they-can to ensure that Staff
who provide services to schools understand the reasons for changes which
are occurring in education. Consistent with the view expressed in Chapter
5, this is an important aspect of strategic leadership.

2 Leaders in the service sector of a school system should exercke
the same four dimensions of transformational leadership in relation
to their own work that we have advocated for leaders at the school
level, namely, cultural leadership, strategic leadership, educational leader-
ship and responsive leadership. They should also have an understanding of
these aspects of the roles of school leaders since they must support these
people in their work. In some instances, of course, consultants will be
directly involved in professional development tbr principals and other school
leaders to assist in the acquisition of knowledge and skill which are required
in these roles.

3 Leaders and others who provide consultancy services to schools
should help principals and other school leaders by providing infor-
mation to help the latter set priorities as they work 'to take charge of
their own agenda'. This is support in the exercise of strategic leadership.
In similar fashion information should be provided to support the other
dimensions of leadership at the school level.

4 A capacity to negotiate service agreements with schools is
critical.

5 Marketing and entrepreneurship, in the best senses of these
concepts, will enhance the capacity ofconsultants to provide services
to schools. In Chapter 4 we provided a checklist for leaders at the school
level for approaches to marketing and entrepreneurship which had educa-
tional integrity. In Figure 8.2 we have provided a similar list for appraising
a culture for marketing in a consultancy service centre at the system level.
We again draw attention to the fact that this is a different view of market-
ing and entrepreneurship from that which educationists have traditionally
and properly rejected, namely, onr limited to 'selling' a wrvice, regardless
of whether it is needed.
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6 It should be accepted that there will be competition from
the private sector for the provision of support to schools. indeed,

many consultants may leave the system to enter private practice. However,
it experienee around the world is a guide, a service centre along the lines
we have described will remain viable, it' not indispensable.

7 Notwithstanding the c "ntinuing need for their services, it is

likely that service centres, as with their countcrparts in the public
and private sectors, will become oven leaner and more adaptable
than is now the case. increasingly. most if not all appointments will be
tempo' ary. In reality, as well as in rhetoric, it should be accepted that the
school and the classroom will he the most important units in a system of
education, and the premier leadership positions in a system of education
will lie at the school level.

Caring and Cushioning

It is unfortunate that school self-management has been introduced in many
systems at the same time that the 'downsizing,' of the centre has occurred,
and that both have taken place in a time of financial crisis tor many
governments. The context for self-management in the early 199tts con
trasts with that of the mid- to late 19700 when many early initiatives in the
United States and Canada were not associated with massive system re-
structuring and financial crick. Similarly in Australia the foundations of
self-management were laid through programs of the Commonwealth
Schools Commission which encouraged choice and diversity within and
among schools, and established expect for participation in decision-
making by teachers and members of the community. In each of these
countries and others these were the days of the special purpose grants
which. in many instances, were decentralised to schools as tar as decisions
on allocation were concerned. These were the conditions in Tasmania
which allowed the model for school self-management, based on practice
at Rosebcry District High School, to emerge.

While many at the centre have always been sceptical about ie con-
cept of school self-management, it is clear that conditions which prevail in
the 199{.1s are not always conducive to support of and commitment to the
concept. Restructuring at the centre is. understandably. traumatic enough
in itself. We cited at the beginning of the chapter the description by Kanter
of the harmful effects ofrestructuring in the private sector, referring to the
cost olconfusion, misinformation, emotional leakage, loss of energy, loss
of key resource,. breakdown of initiative, weakened faith in !cadets' ability
to deliver and the need for scapegoats.' She referred also to 'the backlash
the resistance. the cynicism, and the :Aim fatigue of taking on so much
change' and to a 'crisis of commitment' which may he found among
members of the organisation.' We also noted the frequcticy L,.1.1e of
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system restructuring in education in Australia, citing the recent study by
I Jarman, Beare and Berkeley ,n George Berkeley, a former Director-
General in Queensland, described the impact in graphic terms. He ()tiered
the tbiloss.ing obiervations in reference to the -case for .-ecrniting new
people with commitment and energy:

One cann it really argue with this AS d principle, but it would seem
leer, particularly rdin atiltel 1s iltranl tt heit`11K thr VAring

professions, that, in a number, Irnut BMA_ Australian restructures,
there ha, been little regard, if nut a callous disregard, for people
caught up in changes. There would seem to be a belief that for the
exercise to succeed, the sacrifice of professional lives of punk
servants Mall), of whom have served well and lung across the vast

and unpopularareas.ofthrir State must be made. fhe consequences
ctich %airlift( tor the morale of the administrative OM of

departments are well known and predit

Berkeley then considered the itiveltment of re ourcrs In making new
am moments, asserting that the 'human resonric waste and cuts arc well
known' and, in the ease of the IIriI restructure ill (titeenslatitl, that 'one
cannot help but +Amide,' what productive work is tick wring in that 1)e-
prrtment at this time.').

Changes in New tealand may be described in ...Minor terms. The
iiia be l'oreshillowed In higlond Ind Woks, stith a 'itibt,taalrial re

dill:film in the number of I ler rvlaie:,ty's Inspectors. d scaling down if not
phasing out of 1A'As. and an CMellS11.r restructure of the Department of
liducation and Science all on the cards.

The problem in the context of leadership in a cvstem of self managing
schools 1114 be expressed m a stiles Giscu tki orgatikAti,,,,A1
structures should match organisational ends etbrin should follow function.),
how can a system restructure itself, when there is a nerd for restrir fiat',
and at the same time minimise the painful personal effects noted in the
above accounts? How can a caring profession reorder its own affairs in a
caring manner? What 'cushioning' can be provided when major change to
career paths is indicated? Above all. how can direction and supp,rt he
provided for schools during times of system transformation:

At Mr hrirt of a all

Before turning to approaches fir addres'.ing the problem. it is w-ortliw hile
lrok more eloely at ht Ile t-t the rek,orr, why governments believe tin It

large-,tale re,tiucturing i4 nece:,sary. At the heart of it. we 'suggest. is the
lo:s of faith by governinente4 that a , stein of education con re:tructure
:chess itself. lOv &Inherits %%rte. until recently, content to lease the running
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to powertill permanent heads, The global and national paspectii, which
are now demanded were not yet fornicu; (Alf riCt1111111 .stable; public
eXrCtia(IivIls vere (leaf And Cill1S15tera; and a bilreauct AOC olgvtitatitoal
fulfill cs7: nicirty-nr fe-is--appropriate. hip -11,,,t .erne of which
were reLounted_ in Chapter 1, a aired for change on a large ',rale was per
ceiverl, colninencing in the 1070,,,, moinentuni in the 19S1h and
sweeping around the world in the Pitios. Large centralised
%%tit to bt ill-equipped to copc with (-alit filr greater efficiency
in times of competing public priorititN, ial crise the need for
education to be more responsi%e (TOT )111ii. urea,, the
rapid change in curriculum, the social and economic demand tilr equity,
and the achio.eincrit 01 full ieternion t the end of secondary ,,chooling,
and a better educated and more affluent «ittlrillIflily exile: ing higher
!.,cli,-.1ards from, and cht'Ce in. the selection of sch04 k

Another way of explaining w hat has occurred I, Fri reflect fa) the
hie been evident to,- ,.unit tilm. in cinintrie, whiell are

gtIverlied iii Wi.',,1:101151cr (!,01(11,11. ( )11 the'

there 111i Merl pride that senior officers, especially the pi:mum:ill head,
«Julil ',et% giikintornt-, iIf differing political permaArin in
p neutral and prote.sir,;ial manner.. t hi the other hand, offitep,
had become used to being thedoininant influence su plain v-inaking and
policy implementation. hi the fi.nal cis. when rapid change ,.va. called

govertinv-ih perceived an inability nn the part of senior 011u ers to
respond, fin w liatorer reason, and certainly not in A IN_; requiuil

change in organkational form ..reel function, with %low usi-ling' atter
ses era' decaile of steads groith. The outcome, especially in Austral'',
In,. been All unprecedented number of commissioned report:, iiiliarlabh:
by consultant, nutside the eclat atiun :y snern. who has r made sinolar
recommendations in terms id iratlet tiatter central .truant and a ..'stem
of self-managing every in Australia government. have
chosen to athectke an positions at th' c'ninr level. requiring inciiiii-
benb, to reapply for positions ar lor near !hell current lc% ek of appoint-
ment. Again there k the implication that the system lack. the r:apat'itx or
the commitment to carry through the reforms. The only cushioning has
been iii the form of redundancy packages or encouragement to take early
retirement.

In general, in education as in other field-, of public and ptiate en-
dep, our, it creme that the presiiimg organisational culture waS 111111Y1!..: to
adapt in which would satisfy those who held power.

A Niter wdy

What kind of orgaiiiitinnal ttilair;2 kir'1.11.11%1 enAH,1

adaptation without the tr.annia experienced by :iv itiAll} leader %W, as

ort
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Berkeley correctly noted, had served with distinction in earlier years? Now
that changes his t- been nude, how can the perils of restructuring hr avoided
in the future? Kanter is optimistic in the manner suggested by the title of
bor book. Whirs Gifine4 A., Dime, colouring the same Allays AI! Scott
sslio, in writing of the future of the Department c.1 School idtication m
New South Wales, opined that it it possible to teach the elephant to dance'.
but added a cryptic warning that 'backsliding is the one dance step which
the elephant must not b.t permitted to learn.'"

in suggesting answers it, these tinestions, it is important it, note that
a change in culture, in addition to ongoing change in the operational
domain, will entail experience of loss on the part of thov affected by
change. As Terrence !val, an ilithluittAl wilier on the theme of organka
nonal culture, has argued: 'cultural change typically creates signal( ant
individual and collective loss','' with individuals so affected responding in
ways that triAy clot twr.11;CittiilAr r.i (bow tiffs; ttir6iigh drAtW
denial, Anger, depre,l,ion, bary,aining. acceptance, The organisational re-
spf ,n,c, according to 1)C,11, is to use the culture to support those Ate( ted,
especially through iransitit in rituals; 'A vital leadership task is cow,cionsly
to plan rimak and to enconige ritualistic actis tries that arise from the
Tontarieon,.. actions of individuals or group, as they struggle to (time to
grips with the ambiguity anrl loss that change produces."

Thi; task t 4' leadership will be difficult In the case of largescale re
structuring, where the culture has been fragmented if nut dcstroyed. The
leader will 1-,e :itternpling to utilise that enduring direct of a culture that
befits A Caring profession at the sAllif time AS an attempt is made to build

new culture. A host of possibilities emerges as far as transition rituals
are et Interned, Wakes may be held to mark the demise of a particular
organisation or unit: celebrations may be held to mark the arrival of the
new,

Alms e all, as far as possible, there should he no imputation of past
failure, even where the organisation has apparently been unable to renew
it elf. The achievements, of large centralised bureaucratic organisations in
education have been monumental, and those who have led them have
been heroes and heroines who should be accorded a status of great esteem.
Stories will be told of their achievements, and these will become the myths
which bind And drisc the organisation in the future. In a restructured
organisation A ti w story must be told, and that is a story of a nelk type
of organisation and organisational response in a new era of public education.

Peal notes the limitation,. of rational approaches in making the
trdliSt(i011: setting objectives, formulating plans. allocating resources. im-
plementing, and monitoring outcomes may be necessary but they at in-

sufficient Symbolic approaches arc also required: 'I enders need to think
about how they can cons enc., encourage and become actise participants in
rituals, social dramas and healing dances as a mean:, of transforming modern
organisations
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The following are offered as a- framework for accomplishing this tack
of creating new organisational forms which will be self-renewing and
service-oriented as well as caring in the manner in which people arc sup-
porfed through transition.

I The dominant value in the organisational culture at the
centre of. school system is service, servier to the government or system
authority, and service to schools.

2 ()nett the orgAnwatiohal Lontext fur education in the 1994)s, there
will he few aspects of the organisation structure that need to he
organised along bureaucratic lines, only those which are relatively stable
and routine. All other aspects of the struature should be flexible in nature,
with patterns of authority, responsibility and communication expected to
change relatively frequently,

3- Actot (Jingly. most if nor alt appointment; to the centre wilt
he on a short-term contract basis, although there may he tenure of
appointment within the system.

4 Since sers ice to schools k a dominant feature of the system, and
since most leadership positions lie at the school level, most appolw. -
merits to the centre should not be viewed or valued as promotions
or as elevations in sum's: they are opporitillItieS for Sat. lie. 1:01. those
whost appointments at the centre are of a mote prmanent nature, the
culture should not encourage a Yicw (hat a particular person 'owns' a
particular position, While specialist skills are valued. generalist capability
should prevail in the longer term.

5 Organisational symbols should reflect the values embodied
in the foregoing. For exAmple. orkntimtiondi charts are of link value if
they represent the organisation in strictly bureaucratic and hierarchical
terms. It is to be expected that jol, tides for particular positions and par-
ticular tasks will change frequently. Solar) differentials between principals
of schools and most leaders at the centre should be minimal, if they exist
at all.

6 The dimensions of transformational leadership defined for
principals and other school leaders apply also to leaders at the centre.
Culfural leadership at the centre calk for a capacity to build an organisation
with the values implied in this framework, with service at the core. Stratuic
leadership calls for unprecedented awareness of the larger picture' for edu-
cation in the lq(-)Os on the part of all who work at the centre. Educational
lottletrhip calls for a capacity to work on behalf of government or employ-
ing authority. and with schools, to design and deliver educational pro-
grams to meet the needs of all students and to ensure that schools arc
resourced in appropriate fashion, with resources ranging from the know-
ledge, skills and attitudes of staff to the provision of au adequate global
budget. Responsive leadership calls flir a capacity to gather information.
not only .bout the manner in which schools are achieving expectations in
their charters. but also about the quality of service provided by the centre,

re
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with systematic approaches along the lines described and illustrated in
Chapter 7.

7 Nothing in these guidelines should be construed as advo-
cacy oranyfhing other than strong -Teadership. While the character-
istics of strong transformational leaders at the system level are highlighted
in the final section oldie chapter, it is noted here that the senior Officers
of the system must have a vision of service in a system of self-managing
sclkols and a powerful capacity to articulate that vision and manage the
system so that it is brought to realisation. This will mean a high level of
strength and commitment.

8 Continuing professional development on the part of staff
at the centre is as important as it is for those at the school level.
Includeo here will be inknsive programs with other senior officers in the
public and private -sector which focus- on strategic capability.

9 The notion of chair -rasa process rather than an event has become
almost a cliché in the lexicon of education. Its parallel in broader organ-
isational terms might well be that restructuring is a process rather than
an event; it is continuous and ongoing because that is what is required
in the context of the 1990s. The notion of a capacity for organisational
self-renewal may be more helpful than that of continuous organisational
restructuring.

10 The organisational culture must include components that
will enable staff at the centre to cope with the sense of loss which
invariably accompanies change, even if change is managed along the
lines suggested in this framework. "Fhe encouragement of appropriate rituals
and ceremonies of transition is important. While arrangements such as
redundancy packages and early retirements were the main means of
cushioning at the height of the restructuring phenomenon, and will con-
tinue to be appropriate in sonic instances, every effort should be made to
maintain the accumulated wisdom and commitment of those who has e
given long service and who can work within a framework such as that
outlined here.

Transformational Leadership

To conclude the chapter. we address the issue of leadership at the most
senior levels of a school system. For a superintendent (in the context of
Canada or the United States) or a director-general or director or chief
executive officer (in the context of Australia or New Zealand), we address
questions such as 'What are file attributes of leadership required to trans-
form the '-ystern?"liow can the culture of the system be changed so that
all who work in it are committed to the core values of school self-
management (such as_subsidiarity, empowerment, trust, synergy, respons-
ibility, accountability and, particularly at the system level, service)?' We
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draw on two instances we have had the opportunity to observe at first
hand in Canada and New Zealand but, in the main, offer responses to
these questions through a synthesis of the guidelines presented at various
points throughout this chapter.

71w vision of the pioneers

The driving forces behind self-management in the relatively small number
of districts in the United Stan.. which pioneered the practice in the late
1960s and the early 1970s were mainly school superintendents. For example,
Seward reviewed the trend to school-based management in a consortium
of school systems outside the major urban areas in California and noted
that:

Typically, the pressure for decentralisation in these districts has
come from superintendents primarily interested in participative
management, and not from the communities which, unlike their
urban neighbours, have been generally trusting and supportive of
the leadership in this area. Often community participation is seen
as the next step and ultimate goal after principals and school staff
have accepted and practised their new role..

In contrast to these initiatives in school self-management, the de-
centralisation of large urban school districts into subdistrict or regional
adininistratiNe units was largely an outcome of pressure from external
interests. including interest groups within the community.'

The focus of these early initiatives in school -b,v"d management was
largely on finance and the introduction of school-site budgeting. The
involvement of the community in decision-making at the school level
occurred in a few systems in the United States, but in the late 1970s and
early to mid-1980s the momentum for school-based management appeared
to be lost. in general, it is fair to say that there was no system trans-
formation; the driving forces were not strong enough or sustained suffi-
cientlti to achieve institutionalisation.

We contrast this dissipation of the movement with what occurred in
the Edmonton Public School District in Canada where the first steps were
taken in the mid-197s. A seven-school pilot in the late I970s led to
system-wide adoption of a comprehensive approach to self-management
in 1980-81 which is now institutionalised. The driving force in the mid-
to Bate 1970s, like that in California. was the superintendent who at the
time of writing still held that office. In 1977 Brian Caldwell studied the
seven school pilot in Edmonton and identified the factors leading to its
adoption. While external fa( tors were noted, mainly in the form of a
general interest in decentralisation, the internal factors were dominant:

)
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The most frequently cited factor was the management strategies of
the Superintendent based on his philosophy an ' perception of the
problems with existing practice . . . a relatively centralised budg-
eting system, which had proved satisfactory in former times, was
now attempting to meet the needs-of over 150 different schools in
a [Mich larger system with little organised input from persons at
the school level.}'

Some people interviewed by Caldwell referred to Strembitsky's desire to
'deliver the system to the schools'.31

Brown brought the story of Streinbitsky's leadership up-to-date in
19()0. No Ping a reputation which now 'is something of a legend in western
Canada and beyond', he reported that:

Many interviewees described Strembitsky as visionary, a person
with firmly-held convictions who is able to translate those beliefs
into action by working with people. Perhaps most apparent are
some of his beliefs about individuals. He says that they want to be
creative at their work . that they would like to participate in a
cause greater than themselves.`2

This appraisal of Strembitsky by Brown is expressed in words which
are similar to the classical definition of a transformational leader, with its
reference to vision and the capacity to engage people in 'a cause greater
than themselves'. A reading of Brown's account reveals a leader who, for
nearly twenty years, has largely satisfied his desire 'to deliver the system
to the schools', albeit within a framework of centrally determined goals,
priorities and standards. Scepticism or opposition from a variety of interests
has been evident from time to time, but we are left with an image of an
enduring vision and strong leadership, highlighted by a capacity to articulate
that vision and harness all the available leadership forces (technical, hunian,
educational, symbolic and cultural) to mobilise and institutionalise.

Wissler and Ortiz provide an extended study of the superintendency
of E. Raymond Berry in Riverside Unified School District in California,"
who led the introduction of school self-management from the time of his
appointment in 1%8, although a number of initiatives can be traced to his
3ervice as associate superintendent in the early 196,0s. While the process of
change is more evolutionary than that in Edmonton, the following ac-
count highlights the transformational nature of Berry's leadership:

M6

The intentional acts of the superintendent were to change the cen-
tral office from a command to a service structure, flatten the
organisation give the principals sir" budgetary and programmatic
autonomy, and allow participation in organisational decision-
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making. Consistent with Burns' .. . definitions of real change, 'as
a transformation to a marked degree in the attitudes, norms, in-
stittitions,,and behaviours that structure our daily lives', the River-
side Unified School District was transformed in significant way'."

Realising the vision of others

We contrast pioneers with vision like Michael Strembitsky with change
agents who have frequently filled positions of leadership in the late 1980s
and early 1990s. A characteristic of these times has been the dramatic
restructuring of school systems, which has invariably involved the replace-
ment of many senior officers, including the chief executive. As we have
noted elsewhere, and as described most recently tae- Australian coittekt
by Harman, Beare and Berkeley," the dri%ing forces for these changes
have come from outside the system. With a shift to school self-management
usually a key component of the new structure, governments and other
authorities have then been placed in a position. of a new chief
executive officer to oversee the change. In the Australian context it is now
rare for appointees to be people who have come through the ranks of the
teaching profession. Those with backgrounds in education have usually
worked for extended periods in other settings. The notion of a 'permanent
head' has disappeared; appointments on contract are the order of the day.

The appointment which captures most starkly the characteristics of
leadership under these conditions is that of Dr Russell Ballard in New
Zealand. Ballard is not an educationist and, prior to his appointment in
education, headed the forestry department. The brief for his eighteen-
month contract appointment was to implement the reforms of government
following its acceptance of the major recommendations of the Picot Re-
port, a major feature of which was a further thrust toward school self-
management in a system which was already highly decentralised. For those
in New Zealand. the speed of these changes was still more akin to that of
revolution; to observers from other nations they appeared of earthquake
proportion.

Ballard's brief was, in essence, to bring the vision of others to real-
isation. This clearly contrasts with that of Strembitsky in Edmonton where
the vision was his own. We had the opportunity to work in Ncv Zealand
t around the mid-point of Ballard's appointment. Our task was to conduct

seminars and workshops for principals and parents, relating the model for
self-management set out in The Self-Managing School to expectations for
schools under the new arrangements in New Zealand.

Three characteristics of Ballard's leadership were evident to us during
this time. The first was his capacity tci Atticulate dearly what was expected
of schools and their cou,munities. An engagi.ig and energetic speaker. his
presentations made clear his conviction that the complex changes could
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be accomplished in the limited time frame that had been specified by
government.

_The_ second was his capacity to mobilise_the_ human resources of the
system, acquiring expertise from outside as necessary. There were always
flow charts and schedules, setting CM the sequence and timing of key
events, all leading to system-wide implementation on 1 October 1989.
Refinements were made from time to time but the endpoint was always
the same. High levels of public awareness and commitment were also
required in the months leading tip to the election across the nation of the
new school boards. These elections were on the same wale as those for the
national parliament. Funds were committed and expertise acquired for a
sophisticated media campaign which secured large numbers of candidates
and voters in most parts of the country. Aside from the election of school
hoards, this campaign was a symbol of the government's commitment to
the process of reform and to education in the life of the nation. There were
also many task forces or working parties addressing different aspects of
the reforms, including matters related to school charters and the determining
of formulae to allocate equitahly resources to schools. Each of these groups
was representative of different interests and expertise. Each required a
commitment and recommitment of effort in the apparently headlong rush
to 1 October 1989. Ballard was a visible leader in each instance, with his
aforementioned drive, energy and commitment helping to sustain the
energy of all.

The third characteristic, implied in the foregoing, was a personal
strength and confidence that all could be accomplished. The nature of the
reforms nude them highly contentious, with different interest groups
within the system and outside it expressing major concerns about various
aspects of the proposed changes. in public statements as well as private
meetings Ballard was prepared to face these concerns directly, alleviating
them wherever possible, but always expressing unwavering commitment
and confidence in the intended outcomes. He concluded his work on the
date specified in his contract. to be succeeded by Dr Maris O'Rourke, a
distinguished educationist who has worked in succeeding years to institu-
tionalise the reforms across the nation.

An affirming view of leadership

While this section of the chapter is not intended as a comprehensive study
of leadership at the senior levels of a stem of self-managing schools, we
have found in the examples of Michael Strembitsky and Russell Ballard an
affirmation of the contemporary slew of transformational leadership.
Transforming the system calls for a change in culture, whether it be in
approaches to allocating resources to schools.or in the unrelenting focus
on service on the part of system personnel who are not employed in

1.
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schools. To achieve these changes in 'the way we do things around here'
calls for a clear vision, powerfully, attractively and consistently articulated,
and a capacity to mobilise all the resources of the system in an imaginative
manner. These same qualities are required in leaders of teacher unions, as
suggested in the account we have offered of the lea.dership of Albert Shanker
in the American Federation of Teachers. Stability of leadership is clearly
an advantage, as in the cases of Strembitsky and Shanker in their respective
settings, but not necessarily so, as demonstrated in the case of Ballard.

We have offered guidelines for all who serve as leaders at the system
level. With attention to the human factor, as suggested in our view of
`caring and cushioning', there seems no reason why the oft-cited perils of
restructuring need be experienced in the transformation of a system to
school self-management.
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A Vision for the 1990s

Despite the almost continuous restructuring which has occurred in many
nations over the last decade and the associated emergence of systems of
self-managing schools, we believe that education is not yet approaching a
period of stability as far as governance or management are concerned.
Expressed simply, we are still in a period of transition in education, as in
other fields of public and private service.

The purpose of this chapter is to offer a vision for leadership and
management in schools in the 1990s. This vision has four major elements.
The first deals with the concept of self-management: our vision is for
inexorable transition to self-government. The second deals with restruc-
turing of school systems: our vision is for new forms of organisation in
which there is continuous adaptation of roles, relationships and respon-
sibilities as a culture of service emerges in reality as well as in rhetoric. The
third deals with the nature of teaching as a profession: our vision is for
a level of professionalism unprecedented in public education, closing the
gap between education and the other professions such as medicine and the
law. The fourth, and a common thread through the first three, is strong
and widely dispersed leadership.

Toward the Market Model and the Self-Governing School

If developments around the world are taken into account, one may dis-
cern four models which contain what may be the key characteristics
among scenarios for the management of education. None exists as a pure
or ideal type, with practices now evident or emerging being variations or
combinations.

These models vary according to the governance framework within
which schools are managed, looseness or tightness in the coupling between
centre and school, the extent to which schools are assisted through system
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support services, and the degree to which market conditions apply to
student enrolments.

Four scenarios

The Market Model. School self-management within a central framework
will become school self-government in a nation of free standing schools,
with public schools receiving their core funding directly from treasury.
There will be a national curriculum framework and national testing but
little else in terms of central direction and support. The capacity of schools
to enrol students will be the chief determinant of their survival. Schools
will purchase support services in a largely private market. Staff will be
employed by their schools. Elements of this scenario are clearly evident
in England and Wales, with the demise of local education authorities
foreshadowed.

The Charter Model. Systems of self-managing schools will continue to
evolve, with a charter the key mechanism for resourcing and account-
ability. The charter is a formal agreement between government and school
council or board on arrangements at the school level for addressing national
and state policies and priorities on the one hand and local policies and
priorities on the other. Due account is taken of local situational factors.
Agreement provides a guarantee of resourcing and a focus for account-
thility. Minimal support is provided. Staff are employed by their schools
within a national framework of salaries and working conditions. The major
features of this scenario are evident in New Zealand.

The Local Support Model. The centre is a strategic core; regions or local
education authorities will be phased out. The trend to establish school
clusters (geographically adjacent schools) and school districts gains mo-
mentum, with these arrangements being the means of providing schools
with support services more efficiently and more effectively than if schools
were to seek such services independently. Schools are largely self-manag-
ing within a centrally determined framework. Elements of this model are
emerging in most states !.:1 Australia. Canada and the United States have
always had school districts.

The Recentralisation Model. This scenario describes a response to wide-
spread concern that schools do not serve the national need. Despite ex-
pectations, large numbers of students do not complete their secondary
schooling; new knowledge, skills and attitudes do not create 'the clever
country' (the words of former Australian Prime Minister Bob Hawke in
the national election campaign of 1990). The outcome is a national system,
tightly monitored and extensively supported through a network of
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Figure 9.1. Opinions of Educational Leaders on Alternative Scenarios for the Management
of Education

Model

1

Distribution of rankings
(percentages)

2 3 4

Mean Order

Maiket PROB 23 20 31 26 2.59 3
PREF 13 13 50 24 2.85 3

Charter PROB 21 36 31 12 2.33 2

PREF 44 39 15 2 1.75 1

Local support PROB 34 30 21 14 2.16 1

PREF 39 42 15 4 1.83 2

Recentralisation PROB 21 18 18 44 2.68 4
PREF 3 5 23 70 3.59 4

Note: Respondents were 242 participants at the 1991 Annual Conference of the Australian
Council for Educational Administration who provided rankings (1 is top ranking, 4 is bottom
ranking) of probability (PROB) and preference (PREF) for scenarios implied in four models for
the management of education.

arrangements at all levels, with a rebuilding of structures at the state or
regional levels which were steadily dismantled in the late 1980s and early
1990s. This model has not emerged, although it is probably the wish of
many who are nostalgic or who fear the outcomes of recent attempts to
restructure education.

Acceptance among educationists of Charter and Local Support Models

We believe there is growing acceptance among educationists of the Charter
and Local Support Models as well as a rejection of the Recentralifation
Model. An indication of this pattern was provided in a survey of partici-
pants at the 1991 Annual Conference of the Australian Council for
Educational Administration (ACEA). Participants numbered 242, drawn
from every state and territory as well as from all levels and sectors of
education, with most from government or public schools. Participants in
the survey were invited to rank in two ways the four models described
above: probability (`the probability that this scenario will unfold') and
preferability (`rny preference for this scenario'). A summary of rankings is
contained in Figure 9.1.

If mean rankings are considered, participants believed that the Charter
and Local Support Models, in that order, were the most probable, with 64
and 57 per cent, respectively, ranking these first or second. In contrast, the
Market and Recentralisation Models were ranked first or second by 43 and
39 per cent, respectively.

The contrast in rankings between the Charter and Local Support
Models on the one hand and the Market and Recentralisation Models on
the other hand was much greater when rankings for preferability were
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provided. The Charter and Local Support Models were ranked first or
second by 83 and 81 per cent, respectively. The Market and Recentralisation
Models were ranked first or second by small minorities, just 26 and 8 per
cent respectively.

We believe these reflect the opinions of an experienced and informed
cross-szction of leaders in Australian education. As such, they indicate a
broad acceptance of the concept of self-management. While comparable
data are not available for, say, five or ten years ago, we believe there has
been a significant shift in opinion and degree of acceptance.

Moving to the market model

With this shift in a relatively short time, we believe further movement to
embrace the market model is both probable and preferable, subject to the
qualifications we set out below. A number of reasons may be advanced.
The first takes account of the fact that the survey reported here involved
only educationists. The pressure for the market model will come from
parents, the public at large and others who influence policy-making in
education, including representatives of business and industry.

The initiative of the British government in the production of The
Parent's Charter, as described in Chapters 1 and 7, illustrates our contention.'
The government in our view realises it has a vote-winner by encouraging
a market model for education. Given the parity of support for govern-
ment and opposition at the time of its release, it is clearly not anticipating
an adverse reaction from a disapproving electorate. The following features
illustrate its market orientation:

five key documents which every parent has the right to have:
pupil progress report, reports from independent inspectors, per-
formance tables of schools, a school prospectus, and an annual
report from school governors;
accreditation of independent inspectors; and
a right to a place in a school of choice unless it is full to capacity
with students who have a stronger claim.

Our second reason for believing movement to a market model is both
probable and preferable relates to a change in the views of educationists.
While first and second rankings of probability and preferability were 43
and 26 per cent, respectively, in the Australian survey, we believe that
many of the barriers to educationist acceptance will be removed in the
years ahead. We have in mind here such matters as scepticism that formulae
can be developed for the equitable allocation of resources. In virtually all
systems of which we have knowledge, educationists were initially concerned
that a movement away from centralised allocations would result in inequity,
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with significant disadvantage to schools in areas where there are market
imperfections, for example, in remote areas where there is only one school.
There has now been enough experience with resource allocation for school
self-management to know that these fears are soon alleviated, with greater
equity than with uniform centralised approaches.

We further believe that educationists will soon embrace the view of
marketing described in Chapters 4 and 8. This view, we contend, has
educational integrity. In similar fashion, we believe that fear of a lack of
support services under the market model will be alleviated as skilful con-
sultants currently employed by school systems at the central, regional or
district levels gain confidence and experience success as they move into
private practice.

Concern at excessively tight and centralised frameworks at the national
level will dissipate as educationists realise that these are no more than what
is implied in the concept of a framework. The major locus of d-:ision-
making in learning, teaching and the allocation of resources is, in fact, at
the school level.

Finally, we believe that the concern on the part of many in government
that they must keep tight rein on schools will also lessen with time and
experience. Essentially, this development will parallel that for educationists
as governments also develop confidence in approaches to resource allocation
and that information available to the public, such as that proposed in The
Parent's Charter in Britain, will ensure responsiveness on the part of schools.
In other words, expectations for the market model will be realised; anxieties
will be dissipated.

The conditions for moving to the market model

Reference was made in Chapter 1 to the Chubb and Moe study in the
United States that has shaped much public discussion on a market model
for public education in that country.2 We cited the Glass and Matthews
critique which, quite properly, pointed to the limited evidence in the
study that the deregulation of public schools would lead to major im-
provement in student performance.' Glass and Matthews defended the
current centralised arrangements, asserting that these helped ensure equity
in the provision of educational services. Harman, Beare and Berkeley
expressed the same concern at the prospect of a further shift to self-
management in Australia, a shift which they expected over the course of
the decade.'

We expressed our belief in Chapter 8 that these concerns about a
threat to equity, especially in respect to the manner in which resources
(defined broadly) are allocated to schools, can be laid to rest if practice in
systems with long experience in school self-management is taken as a
guide. We do not believe that the equity issue is any longer a valid argument
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against self-management, although all with an interest in the issue must
remain vigilant.

We offer the following conditions for now moving toward the market
model in a system of self-managing schools.

The very best expertise should be deployed in all systems moving
to self-management to ensure that resources are allocated to schools
in the most equitable fashion, accepting that 'getting the formula
right' is a complex and ongoing process, but that the effort is
worthwhile, given the inequities of even the best of centralised
approaches.

2 For a time, schools should have an opportunity to 'opt in' to self-
management under conditions which approximate the market
model, that is, a comprehensive school-based budget is provided
which includes staffing as well as an amount reflecting the fact that
the cost of many of the services formerly provided and paid for
by the centre will now be planned and resourced at the school
level.

3 The centre should become a strategic core, formulating goals and
priorities; determining the manner in which resources are allocated
to schools; and furnishing a framework for accountability. Support
services should be provided during the period in which schools
may 'opt in', but thereafter at a minimal level. Schools should
establish cooperative arrangements in clusters or districts, with
many consultants working under contract in ongoing arrange-
ments, and others on a fee-for-service basis which approximates
that in the medical profession.

4 Governments and leaders of school systems should articulate a
vision of self-management under these conditions and be prepared
to display the commitment and will to see it to realisation.

We believe that these conditions can be satisfied so that a vision of
self-management in the market mode can be realised by 2001 in the countries
to which we have given special attention in this book, namely, Australia,
Britain (England and Wales), Canada, New Zealand and the United States.
Some nations, states and authorities will achieve the vision well before this
date. This will certainly be th° case in England and Wales as well as New
Zealand. In the Australian setting the targets recommended by the Indus-
try Education Forum seem reasonable:
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By the Year 1995, to have in place the management plans, industrial
relations reforms and the management development programs
necessary to achieve the above.'

A Positive Image for Continuous Restructuring

In their recent co-edited book on the restructuring of school education in
Australia, Harman, Beare and Berkeley drew on studies in the different
states and territories to highlight some of the adverse effects:

. the loss of talent and experience at senior levels in education
systems, the changes for career structures in education, the loss of
stability and continuity in organisations, and the tremendous
disruption caused by recurring waves of major reorganisation.`'

We concur in this account and offered guidelines in Chapter 8 for
avoiding these perils in restructuring. In the longer term, however, in our
vision for the 1990s we do not advocate that restructuring necessarily
cease. We see restructuring as a process rather than an event (picking up
what has become, virtually, a cliché in referring to change in organisations).
Restructuring or reorganisation lre inappropriate words to describe a
continuous process in which the key principle is subsidiarity and the
dominant value is service.

The principle of subsidiarity, as described in Chapter 4, suggests that
those at the centre should only do what those in schools are unable to do
for themselves, and then only in a manner which reflects a commitment
to excellence in service to schools. Core educational values will prevail, of
course, and these will be set out in centrally determined frameworks and
embodied in school charters. This principle surely offers a vision of a
centre which is not only lean but also flexible, since the particular con-
figuration of needs for system-wide service will change from one year to
the next.

Changing career expectations

It will be important for leaders at the system level to have for themselves,
and to set for others, more realistic expectations for career paths than have
existed in recent decades. Until now the career path for the educationist
led through the classroom into the principal's office then into central office
and up through the hierarchy to the top. Outstanding teachers sometimes
missed the princif 's office to move to central office as a consultant or an
inspector. Those at the top had, until recently, followed one of these paths
without interruption. Once having reached the top, they stayed at the top
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in a style captured by the notion of a `permanent head'. Such careers are
now rare, especially in Australia, as recounted in such graphic fashion in
the Harman, Beare and Berkeley study.' Some of the disruption and loss
of morale as systems have reorganised is surely a consequence of changed
or unfulfilled expectations in the new structure.

Our vision for the next decade thus includes a major change in career
expectations so that the principalship is seen as the premier leadership
position in school education, with most at the central, regional or district
levels serving out of their schools for fixed terms. In addition, of course,
there must be high status accorded to leaders in schools who do not be-
come or wish to become principals. A variety of schemes is emerging to
ensure that this occurs.

To achieve these outcomes will require governments and leaders of
school systems to articulate a vision of self-management and, as noted in
the previous section of the chapter, be prepared to display the commit-
ment and will to see it to realisation. There must be no doubt in the minds
of those planning their careers that 'the way we do things around here' has
been changed, dramatically and irrevocably.

Schools at the centre

An illustration of the kind of culture which might be nurtured is contained
in the experience of the system of International Schools in Papua New
Guinea. At first sight, such an illustration may appear remote fioni the
interests of readers and, in most respects, of course, it is. International.
Schools were originally established to serve expatriate students whose
parents were working in Papua New Guinea, with most from Australia.
They were funded by fees. Enrolment patterns have changed since inde-
pendence to the extrnt that the majority of students are now Papua New
Guinea nationals. At their peak there were more than fifty such schools,
but the number has now been reduced by closure and consolidation to a
little over twenty.

The particular feature we select for comment is the manner in which
the framework for central direction and support is determined. Expressed
simply, the framework is determined by the schools. The board of the
system is composed mainly of representatives of schools and, in an ar-
rangement which has as much symbolic as substantive value, holds meetings
as part of the annual principals' coni'erence. Among decisions made on
these occasions are those related to curriculum and the kinds of support
services which will be needed in the year ahead. The costs of maintaining
the centre are met by schools which draw their income mainly from student
fees. The senior officer of the system is appointed on a contract basis, as
are others in the lean central arrangement which changes its form from
year to year.
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The counterpart to the Papua New Guinea experience in our vision
for self-management is a system of self-managing schools which receive
funds directly from treasury. Schools in a particular geographic location
would then determine the kinds of support which might be most effect-
ively and efficiently deployed on their behalf, including administrative
support, and they would meet the costs of such services on an equitable
basis, with provision as appropriate for `fee for service'. For other parts of
the central framework, including those associated with accountability, the
small strategic core would also be funded directly from treasury.

The Maturing of the Profession

The rationale for self-management usually includes reference to the con-
tribution it will make to teaching as a profession, including an increased
opportunity for teachers to be involved in decision-making. Indeed, in
Dade County Public Schools in Florida this was the primary reason for the
pilot project in school-based management. The strong support of the
teachers' union in Dade County is derived from this intention. This ob-
jective was also evident from the outset in the pioneering practice in the
Edmonton Public School District in Alberta, Canada. In Chapter 7 we
described the high levels of satisfaction with working conditions in that
system in 1990-91, with more than 80 per cent of teachers reporting their
satisfaction with the fairness of assigned responsibilities, involvement in
the budget process, opportunities for professional development and whether
the district and the school were good places in which to work.

We include in our vision for the 1990s an image of teaching as a
maturing profession, with school self-management being, arguably, a
necessary although not sufficient condition for this to occur. It is helpful
to explore the nature of a profession before explaining why we believe
self-management will make this contribution and before sketching ,,ome
features of the maturing profession.

Optimising the conditions for professionalism

Hedley Beare provides a useful listing of the characteristics of a profession:
an esoteric service, calling for expert knowledge, intellectual insights and
specialist skills; pre-service education; registration and regulation by the
profession itself; peer appraisal and review; professional code of conduct;
earned status; an ideal of public service; and client concern." For the last
of these, Beare asserted that: 'The final, pre-eminent, and absolute crite-
rion of the professional is that he or she puts the concern for the client's
best interests above every other consideration.'9

It is our contention that self-management along the lines we have
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proposed in this book, especially in respect to .meeting the needs of parents
and students (`client concern'), will do more than just lay the foundations
for a high level of professionalism. Providing that schools are equitably
resourced, self-management optimises the matching of resources, programs
and needs of students; structures for decision-making provide opportunity
for client involvement in the setting of priorities and formulation of policies;
approaches to marketing are focused on matching the quality of programs
for learning and teaching to the needs of clients; and clients have access to
understandable, up-to-date and relevant information about the school, and
are consulted in the process of obtaining it. To accomplish these things,
teachers will need to engage in ongoing professional development, and
there is provision for this in the refined model, as we made clear in Chapter
6 in our examination of educational leadership. For those who serve schools,
such as consultants based at the centre, self-management may result in
conditions similar to those enjoyed by their counterparts in private practice,
including a fair fee for service based on clear understandings on the part
of client and consultant, often with a contract which specifies needs and
services.

These conditions do not necessarily follow from a decision to develop
a system of self-managing schools. After all, self-management may stop
`at the principal's desk', providing little or no opportunity for the em-
powerment of parents, students and teachers, or there may be a narrow
focus on finance. If a culture of service is not nurtured at the centre, then
the professionalism we have described above for consultants may not
eventuate.

We have concentrated here on just one of Beare's characteristics of
a profession, namely, client concern, although our reference to ongoing
professional development underscored the esoteric nature of the know-
ledge base. To achieve the full potential for professionalism, other char-
acteristics in the Beare list should also be addressed, hence our image of
self-management in the decade ahead includes further progress in matters
such as matching pre-service education more closely to the needs of teachers
who will serve in systems of self-managing schools; a higher level of
registration and regulation by the profession than is currently the case,
frameworks for public accountability notwithstanding; and further develop-
ment of programs for peer appraisal and review.

Constraints on professionalism

A powerful constraint on achievement of a high level of professionalism
is the welter of rules and regulations which have accreted in many systems
over the years. These obstacles were highlighted in a 1990 conference of
educationists from Australia and the United States. Dr Max Angus, Ex-
ecutive Director (Corporate Services) in the Ministry of Education in
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Western Australia, where significant efforts to shift toward school self-
management have been made, referred to the view of schools that 'bu-
reaucratic controls and the controls thrown up by the agreements reached
between Ministry and the teachers' union are a thicket which block schools
which want to do something.' He described a dependency culture in schools
and a 'pathological attachment to rules and regulations'.1°

These comments are an echo of the findings in the Chubb and Moe
study in the United States, reported in Chapter 1, which found that; `. . .

all things being equal, schools with greater control over school policies and
personnel or schools subject to less control over these matters are

more effectively organised than schools that have less organisational auto-
nomy.'" We addressed in Chapters 1 and 8 the different points of view on
the need for rules and regulations, and concluded that there can be significant
reduction in many places without doing harm to the achievement of equity.
The introduction of the concept of 'waivers' from existing rules and
regulations, as in Dade County Public Schools in Florida and other places
in the United States, is a promising start, but is best viewed as a transition
to a more deregulated arrangement which is a feature of our vision.

A vision for a maturing profession

In summary, our vision for the profession of teaching in the decade ahead
includes the following:

1 schools are able optimally to match programs for learning and
teaching to the educational needs of their students;

2 there is equitable allocation of resources among schools, including
a capacity on the part of schools through their principals to select
teachers and other staff to ensure the optimal match described in
1 above;

3 there is full empowerment of teachers to participate in these pro-
cesses, secured through appropriate pre-service education, ongoing
professional development, and opportunities in the structures and
processes of schools for them to participate in decisions related to
their work;

4 central, regional and district levels of an education system are
resourced only to the extent necessary to serve schools in ar-
rangements for support determined by schools, thus maximising
public resources that are allocated to schools as opposed to other
levels of the system;

5 conditions of work for consultants employed by the system or by
a consortium of schools enable them to practise as professionals in
the same manner as their counterparts in the private sector;

6 there is progress in the achievement of practitioner control over
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registration and regulation of the profession, and in the imple-
mentation of schemes for peer appraisal and review;

7 a change in culture at the school level is achieved to remove de-
pendency on 'the system' and 'pathological attachment to rules
and regulations';

8 concomitant changes at the government and system levels succeed
in removing the mass of rules and regulations whit: constrain
schools, so that the few that remain are largely concerned with the
achievement of equity across the system; and

9 there is a re-imaging of the teacher union so that it maintains an
interest in maximising resources for education and ensuring natural
justice for all dealings between employing authorities and individual
teachers, but is otherwise and largely concerned with empower-
ment of the individual teacher in all the senses we have described.

Leading the Self-Managing School

We provided guidelines in Chapters 4 to 8 for leadership in and for self-
managing schools. There were too many to attempt a summary or syn-
thesis here. In general, we find that all the contemporary perspectives on
transformational leadership, as set out in Chapter 3, have been demonstrated
in leaders at the school and system levels where the transition to self-
management has been successfully accomplished. The major dimensions
were described as cultural leadership, strategic leadership, educational
leadership and responsive leadership. Leaders at all levels need these cap-
abilities. The scope of the restructuring effort around the world has resulted
in a traumatic experience for many, but we suggested in Chapter 8 that
the oft-cited perils of restructuring can be avoided, and we provided
guidelines for action in key areas of change. The two notions we highlight
in conclusion are those of 'strong leadership' and 'widely dispersed
leadership'.

A vision for the decade ahead calls for strong leadership. We do not
use the term in its traditional sense where an autocratic style within a
hierarchical structure is often implied. Instead, we refer at the system level
to leaders having a commitment to and a capacity to articulate a vision for
self-management where schools are, quite literally, at the centre of the
system, with a culture of service pervading every aspect of arrangements
for direction and support. They have the strength of will to see the com-
plex and demanding processes of change to realisation. We refer at the
school 1Pvel to these same areas of strength, with an even sharper focus on
meeting the educational needs of every student. For all leaders, there is
also strength in a moral sense, not only through the concept of service but
also in the manner of working with people and a commitment to and
capacity for what we described in Chapter 8 as 'caring and cushioning'
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through very challenging and potentially painful periods of transition.
This is an aspect of ennoblement in Sergiovanni's view of value-added
leadership.'2

One reaction to the capacities we describe is that we call for a
superperson as leader in a self-managing school. This will only be the case
if one conceives of leadership residing with one or a few people. Consistent
with the value of empowerment, which pervades the original and refined
model for school self-management, we cannot stress too highly the need
for widely dispersed leadership in the school. This also implies a capacity
and commitment on the part of the principal to establish and utilise
structures and processes for empowerment.

We are optimistic that the transition to systems of self-managing
schools, and then to self-governing schools, will be successful in the years
ahead, offering promise of a richly fulfilling career for those who have the
privilege of serving as leaders in our schools.

()
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Department of Education and Science
[UK], 174, 180, vii

Department of Employment,
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equity, 12-13, 22, 69-70, 71, 72, 77,

89, 162, 163-9, 195-6
and culture of excellence, 71-2

ERASP
see Effective Resource Allocation in

Schools Project
evaluation

see also program evaluation
definition of, 39

examinations, 140
see also testing

excellence
culture of, 70-2

Fiedler, F.E., 48
financial capital, 101

Index

Freidman, 12
Fullan, M., 60-1, 63, 91
fund-raising

schools and, 83-4
future

literature on, 113

Garms, W.I., et al., 163
gender

and leadership, 56-7
Gippsland Grammar School, 105

see St Anne's and Gippsland
Grammar School

Glass, G.V. and Matthews, D.A., 22,
195

Glatter, 44
global budgeting, 163-4
goal

definition of, 38
GOK Nod only knows'] formula,

166

Goodlad, 21, 117, 118, 119
Gray, W. and Gray, M., 128, 130
Guthrie, J.W., 10

2

Hallinger and Murphy, 131
Hanson and Collins, 172
`harambee', 137-8
Harman, G., et al., 161, 162, 163,

180, 187, 195, 197, 198
Hawke, R.J., 192
Healy, C. and Welchert, A., 127,

128-9
Her Majesty's Inspectors, 145, 153,

180

Hoffer, T.
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retention rates, 12

226

review units
and accountability, 143

Riverside Unified School District,
California

superintendency in, 186-7
Rosebery District High School,

Tasmania, 32
context of, 110
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school self-renewal, ix
school-site budgeting, 163-4
school system

and consultancy services, 174-7,
178-9, 200, 201

culture of, 174-7, 178-9
and entrepreneurship, 176
guidelines for culture of

consultancy services in, 175-7,
178-9

and transition, 191-203
schools

see also education; self-management
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178-9
analysis of, 68-70
description of, 68-70

and 'deep coping', 55-6, 127
and development plan, see school

development plan
effective, vii, 26-7, 131-2, 134
enterprise bargaining in, 173
and entrepreneurship, 79, 176
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core of, 74-5, 89
and efficiency, 76, 77-8, 89
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and synergy, 75, 89
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in private schools, viii, 4
and professional development,

120-5, 136-7
and professionalism, 199-202
in public schools, viii, 4
research on, 21
and resource allocation, 14,

15-16, 162, 163-9, 194-5, 196,
201; see also resource allocation
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139-57; see also responsive
leadership
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Leading the Self-Managing School

Leading the Self-Managing School is the sequel to The Self-Managing School.

the best-selling book which has guided the introduction of school self-
management and the local management of schools in a number of countries,
notably Australia, Britain and New Zealand. The authors were extensively
involved in consultations in these countries and have drawn on this
experience in Leading the Self-Managing School. The book is relevant to
school-based management in Canada and the United States, with many
illustrations drawn from these settings.

The model for self-management has been updated to take account of the
challenges facing schc-)Is and school systems in the 1990s, including the
capacity to manage continuing change along with complex and often conflicting
priorities in times of limit?,d resources and greater accountability. The central
themes of the book are related to leadership in self-managing schools and
leadership in systems which seek to transform their operations in the direction of
school self-management. Particular attention is given to four dimensions of
transformational leadership: cultural leadership. strategic leadership. educational
leadership and responsive leadership. Illustrations from many settings are
provided along with detailed guidelines for the exercise of leadership. Special
features relate to marketing. a service culture at the system level. excellence.
equity in resource allocation and new roles for teachers' unions.

A vision for self-management for the decade ahead is offered, with the
authors proposing conditions under which school self-management might move
toward school self-government. The book is optimistic in its expectations of
benefits for students and enhanced professionalism on the pan of those who
have the privilege to serve as leaders in schools and school systems.

Brian J. Caldwell is Reader and Associate Dean (Research) at the Institute of
Education, 1 he University of Melbourne. His interest in the self-management of
schools spans more than fifteen years, with studies, invited papers and consultancies

on five continents during that time. His continuing research interests lie in the areas of
leadership and prof,- -,onalism in education. He is co-author or co-editor of a number
of books and is President of the Australian Council for Educational Administration.

Jim M. Spinks is Principal of Sheffield District High School in Tasmania. Following
his pioneering work in self - management at Rosebery District High School, he
conducted seminars and workshops for more than 20,000 principals, teachers and
parents in New Zealand and Britain as well as in most states of Australia. He then
became Superintendent (School Self-Management) in the Department of Education

and the Arts in Tasmania before returning to a school in what he regards as the
premier leader role in education.
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