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In view ofthe ever-increasing responsibilities ofschoolleadersl for ensuring the quality
of schools, schoolleadership has recently become one of the central concerns of educa-
tional policy makers, In many countries, the development of sehoolleaders 1S high on
the agenda of politicians of different political wrngs. At the turn of the century, there is
broad international agreement ab out the need for schoolleaders to have the capacities
needed to improve teaching, learning, and pupils' development and achievement.

At first sight, there may appear to be an international consensus abottt the impor-
tant role ofschoolleaders and their developmenr On looking more carefully, however,
it is apparent that a number of countries have engaged in this issue more rigorously
than others. While in some countries diseussions of school leader development are
mainly rhetone, elsewhere eonerete steps have been taken to provide stgnifieant
development opportunities tür sehoolleaders. Hence, a comparison of schoolleader-
ship development opportunities in different countries is instructive,

Ihis chapter draws on data from an international srudy of school leaders hip devel-
opment2 (see Huber, 2002, 2003). Ihe report surveys the development models for
school leaders in the countries included in the study. It describes international patterns
in schoolleadership development and makes comparisons and recommendations based
on current trends.

IThe term 'schoolleader' is in this chapter llsed instead of principal, headteacher, administra-
tor, rektor or other terms describil1g the persol1 who is in charge of al1 individual school.
'The comparative research project was condllcted at The Research Centre tür School
Development and Management, University of Bamberg, Germany, in the years 1998-2001.
The methods used comprised two sllrveys, extensive dOCllmeQtation analysis, and additional
cOllntry-specific investigations.
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Approaches to School Leadership Deve!opment:
An Overview of International Efforts

The following table summarizes schoolleadership development models in 15 eoun-
tries. It is me;nt to provide an aeeessibie overview of predominant approaehes ',n use

aeross Europe. Asia, Australasia, and North Ameriea.

Table \. Overview of Current Approaches to Develop School Leaders.

Europe

Denmark
OptionaJ offers made by municipalities, IJniversities and private suppliers without any cerltral

framework or delivery system

Sweden
Anational preparatory programme offered by universioes throllgh a b'~SlC course plus aJdl-

tioml offers by the mUrllcipalities

England and Wales
A centrally orgarÜsed programme delivered by regioml traming cerltres: combmes assessment
a.n.dtraining 'w-itha competency-based ana standards-driven 3.pproach~ the prograrnme is
embedded in a three-phase trairling mode!

France
A mandatory', centr~lly-designed intensive, full-time, half-year preparation programme \vith
intemship attachrnerlt tor candidates who have successfully passed a competitive seleworl
process; completlon guarantees aleadership posiÜorl Orl probation (during which further par-

tic,ipation in training is required)

Netherlands
A broad variety 01'differerlt optiorlal preparatory arld conrirluous deve\opmerlt programmes by
difftrent providers (e,g., universities, advisory boards. school leadership associatiorlS) in aQ

education market characterised by 'diversity and choice'

Germany
Courses conducted by the state-nm teacher trainwg institute 01'the respectIve State, most\y
after appointment: differs from State to State in terms 01'contents, methods, duration, strllC-

ture, and extent of obligation

Austria
Mandatory centrally-designed, modularised courses post-appointrnent; deiIvered by the educa-
tional institute 01' each State: reguired fbr continued emp!oyment after four years

Switzerland
Quasi-mandatof'!, canton-based, modulansed programmes offered pOit-appoIntment; deliv-
ered by the respec(ive provider of the canton, most often the teacher traIning institute, wherein
the aim is nationwide accreditatlon (national standards are currently bemg deveioped)

So uth Tyrol, Italy
A mandatory programme tor serving schao! leaders to reach another salary' level a5 becoming
;Diricente'; deÜvered by a govemment-selecred provider that combincs ct::n[ral, regionaL and
,mall group events with coaching attachment

/tsia

S inga pore
A man.daLory)central!y-controlleci preparatory, nine-monlh, full-tlme prograrnme provided
through a university; comprised of seminar moduies aod school anactlmen[S

Hong Kong, China
A centrally-designed, mandatory, fune-day, content-based inductwn course immediate Iv after
taking over the leadership positiorl '

Australia

[\[ew South Waks, Australia
An optional, modulanseci, three-phase programme offered by the Departmem for Education:
cerltrally-designeci yet conducted decentralized via regional groups: besides there are offers
by i ndependem providers

New Zealand
A variety of' programmes with variation in contems, methods and guality: conducted by inde-
pendent providers, but also by institutes linked to universities: no state guide!ines, standards or
conditions for licensure

'\iorth America

Ontario, Canada
\[and;l[Ory, preparatory, university'~bascd., one-year, pan-time programme delivered through
severai accrediu::d universities Foliowing J frameworkgil/en by the 'CoUeue ofTeachers' ~
(the seif-regularory body of'the profession) - '"

Washington, Ne", Jersey, California, eSA
l'v!andatory, intensive. preparatory, one-year. umversity programmes that inelude extensive
Intemshlp attachments: programmes use a broad vanety of' instructional methods

AItholJgh this table merely provides an overview, a broad variety of school leader
development approaches is recognizable. [n spite of differenees in eultural and insti-
tutional traditions, there are common tendencies and trends aeross these cOlJntries.
'vVhile some ofthem may be viewed as differenees in emphasis, others may be so iarge
as to represent paradigm shifts. The largest difterenees are evident in those countries
that have longer experienee in school leader development and school leadership
research. This chapter foeuses Otl tline of these tendetlcies, trends, and shiEts (tor a
fuller aecount see Huber, 20(3). These include:

I. Centrai quality assurance and decentralized provision;
2, Preparatory training and development;
~ Comprehensiveness of programmes;
, MultI-phase designs and modularisation;
5. From admmistrauon and maintenanee to kadership für improvement:
6. Deveioping the leadership capaeit'j of schools;

From acquisition to creation and deveiopment of knowledge:
8, From role-based training [0 personal, professional development;
9 New leadership eonceptions and an oriemation towards values,

L Centra! quality assurance and decentralized provision 01' programmes
/-\5 ShOViTI in Table l, provision of dey'elopment opportlmities für school leaders varies
broadly aeross the eOlmtries. There are different degrees of centralizatiotl and deeemni-
Izatiotl ,vith regard to how mueh ehoice prospeetive participants have over available
providers 'J..,.li,d devetopment prograrnmes. Here, the lnterrelatlon. beGveen the qualificJtion
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Table2. Centralizationand DecentraIizatior1of School Systems and School Leader Development.

*Douhfe !isting is due co dilferences in ehe approaches olehe dUferenl Seates

approach and (he educational policy and schoo! system background is of particular inter-
est. The counmes can be categorized in terms of these two dimensions (see Table 2).

[vlost recently in the US, a cross-state 'cataiogue' 0 f standards has been set up by the
Imerstate School Leaders Licensure Consorrium (ISLLC; cr Murphy & Shipman).
This has been approved by the Council ofChiefState Schoo! Officers (CeSSO) and by

Induction

8 Gerrnany*;
Austria;
Switzerland*;
SouthTyrol;
Hong Kong

DDenmark;
Sweden;
Germany*;
Switzerland*

A Ontario, Canada;
US.-\;
France;
S ingapore

Preparatory

C England and Wales;
Netherlands;
NSW, Australia;
New Ze3.1and

36 States. Washington and New Jersey, tor example, grant state certificates for the par-
ticipants after completing the development courses based on those standards. This is
the case even though - due to the decentralized characcer of the American school sys-
tem - selection and employment of schoolleaders remain the responsibiIity of local
committees. In Ontario, the se!f-regulatory body ofthe teaching professiorl, the Ontario
College ofTeachers (OCT), has established guidelines tor develooment of schoollead-
ers. Only universities accredited by this body may offer the dev~lopment programme.
In Europe as weil, some other countries are moving towards assuring quality by cerJ-
trally regulating qualificariorJS far schoolleadership positiorJs. For instance, in England
and Wales, a central institutiorJ, the National College for School Leadership (NCSL)
has been established (cr Bolam; cr TomIinson). This instirute is responsible tor design-
ing and conducting all national development opportunities for schoolleaders.

A fLlIldamentallevel of quality assurance is undoubtedly important to participants,
as is natlOnwide acceptance and recognition of programmes by employing bodies.
A popular approach has been to set up a 'central institution' responsibie for establish-
ing guidelines, standards and content. AccreditatlOn of programmes by the profession
itseif (e.g., Ontario) seems to have particularly high value in terms of the acceptance
by the participants. Therefore, it seems advisable that recognition, approval and con-
trol be shared between the state and [he profession. Here, another trend is that provi-
sion is then offered by several providers. This enables training and deveiopment to be
more tlexible and adaptable to participants' needs.

To sum it up, across the countries there is a developing trend in which responsibil-
ity tor designing goals and programmes, and assuring quality lies wich a central insti-
tution, whilst delivery is decerltralized.

Mandawry

2. Preparatory training and development
A,nother shift observed in the international comparison concerns the target group and
the timing of the qualification in the participants' career, In more than half of the
countries included in the study, development opportunities are schedukd belare
taking over schoo! leadership. These countries offer pre-service preparation instead of
relying solelyon in-service training. Moreover, the programmes differ as to whether
they are optional or mandatory (see Table 3).

Table 3. Timing in Participants' Career and NaMe ofParticipatior1.

OptlOnal

*Douhie lisn:ngdue to differences in [he approaches oftne German Laena'er' or Swiss 'Kantone'

o Der1mark;
Netherlands:
USA*;
New Zealand

I

I Entrepreneuria!
I
,8

Predominantly
Centralized or Using
Standards or Guideiines

Approach to School Leader Development

A France;
South TYTol;
Austria;
Gerrnany;
Hong Kong;
Sir1gapore

C Ontario, Camda;
USA*;
NSW,Ausrralia;
Sweder1;
Englandand Wales;
Switzerland

Predominantiy
Centralized

Substantialiy
Devolved

Levelof Centrai
Control over School
il;[anagement

In some centrally organised school systems (see Table 2, Ce!! A), there lS a cen-
trally regulated development programme. It has a standardized approach and its deliv-
ery is centraily organised. The programme is mandatory tor all school leaders. In
contrast, in some decentraJized schoo! systems (see Cell D), there are a variety ofpro-
grammes offered by competing providers. The choice of which programme(s) [0

attend is up (0 the individual (aspiring) schoolleader. Here, the govemments abstain
from any regulation or control of professional development. Countries with a pre-
dominantly centralised school system and with an entrepreneunal approach to school
leader development cou!d - not too much surprisingly - not be found in the study.

Another existing variant, however, is represented by counmes with decentralized
SdlOOl systems (see CeU C), whose programmes are designed according to central
guidelines, bue are not standardized in every detail. Their general approach seems par-
ticutarly progressive and pioneering. Teachers who want to qualify tor a leadersh.ip posi-
tion can choose among various service suppliers ',vith assurance that the prograInme is
accepted and recognized by the state and/or employing bodies. In North American coun-
mes, responsibility for designing and conducting qualification programmes lies prima-
rily with urjversities (e.g., Ontario, Canada as weil as in the US examples included in the
study). However, these universities are not completeiy independent when setting up their
development programmes. They must take centrally deveioped goals and standards into
aCCOUi1.L
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[n countries that have mandatory preparation (see Tab1e 3, CeU A), taking part in the
programme is an important selection criterioo for fÜture employment as a school
leader. For example, France has a untque interrelation of selectlOn, training, and
appointment. Here, successful completion of the competitlve 'Concours' makes it pos-
sible to participate in the state-financed training. The state traming is a pre-condition
for empioyment in aleadership position. Subsequently, retaining one 's post as a school
leader depeods on having successndly completed the second phase ofquaiificatloo, the
, Formation d' Accompagnement'. In Singapore, the govemment has mandated specific
career regulations. Lt is only posslble to obtam aleadership post after taking part in
state-financed full-time training. Thls is offered through a single institution. The situ-
ation of' teachers aspiring to school leadership in North Amenca IS 1ess certain.
Preparation is a precondition [ür application. However. successful completion of a
preparation programme and subsequent certi fication does not automatically guarantee
employment in a leadershrp posItion

In countries \vhere preparation programmes are optional (see Cell C), there IS a ten-
dency among employing bodles towards expecting some preparation for the position. ,ÄJ1,

alternatIve trend finds the provision of in-ser;ice training immediatell' after appoint-
ment and be fore taking over the leadershIp posltioo. This is the case in Hong Kong or In
some States in Germany.

Wllat are the arguments in favour of preparatory qualification' First apreparatory
training ami. deveiopmer1t is supposed to respond best to the relevance of schoolleader-
ship. On ooe hand the key role ofschool leaders is increasingly accepted mternatlonally.
00 the ocher hand press ure has increased on policymakers to ensure that the occupants
of these positions can fulfil sysrem expectations. Second ade qua te preparation mal'
reduce the 'practice shock' experienced by new entrants to the role (Storath, 1995).
Particularly ifpre-service leaming and retlection is combined with practlcal experiences
at school, new schoolleaders get the chance to develop a new perspective when chang-
lOg from 'teaching' to 'management' Third pre-service training offers the chance of
assessing one's own interests and strengths, This mal' help leaders to make career deci-
sion more consciously. Fourth, international experieoces indicate that the provision of
pre-service preparation mal' stimulate the number of women applicants to educational
ieadership positions. Women mal' be more self-critical, and mal' also be less connected
to inf1uence net\vorks that are related to employment decisions. Obviously, developmeot
opportunities are helpful in this case. Fifth, experience shows that participants who
do not obtain aleadership position mal' stil! enrich the leadershIp resources of their
schools. Sixth, the assurnption that 'on-the-Job-traimng' alone IS the most effective and
efficient one has not adequatell' been empirically validated. [n this context, a cost-benefit
analysis - in terms of educational economy - would have to be comple:( and long-term.

All of these arguments clearly favour orientation and preparation opportunitiesJ
.

More and more countries are considering preparatory courses in addition to existing

)Even more extellsiv"e are approaches [Q make onen[atiofl elements tor kJ.ctership part ot~ initial
i:e~lCher training Ln order ro identit~i 3.od rüster potential für leJdership J.t the eJrliest posslble
:stage. 1ht$ has been done recendy by the Australian Stare ot~Victoria. In Sweden, there is a proj-
ecr [hat afters enrotmenr in a school managemt:nt course during initial teacher training, and tn
Canada, wo, long-tenn promotion is intended bY;J ponfoJio-sysrem,

in-service programmes. This reflects a movement away from the concept that the
school leader IS nothing more than a teacher with a few extra responsibilities.

Effective school leadership requires ademanding set ofattitudes, attributes, skills.
knowledge and understanding, A thorough training and development starting with
appropnate preparation prior LO assuming the position has been recognised as
undoubtedly vital. Thls mal' be regarded as a kind of paradigm shift in the view 01'
schoolleadership and leadership developmeot.

], Comprehensiveness 01' programmes
The tendency to regard school leaders hip as a profession In its o\\/n has impl1carlOns
conceming the extent of traimng and deveiopment provision f'or school leaders.
Several countries in the survey onginally started with short courses ofa very practical
orientation. As these providers gained more experieoce, they extended the pro-
grammes so that the courses might 'add up' into a more comprehensive package. [n
some cases this also ret1ected an effort to grollnd the programmes in astronger theo-
retical framework (e,g" Kolb's framework of iife-Iong learning)

These development oppornmities have become quite extensive. 81' wal' of' Illustra-
tIon, some examples are given here from North Arnerica, Europe, Asia and
Australi,uNew Zealand (see Fig. I) It is important to mention that all ofthe programmes
iisted here are preparatory, whlch means that they all take place before appoinrment
(except the ofter trom the Netherlands, which mayaiso be attended after appointrnent).
Thls suggests the increasing reco!,,'11Hioll of school ieader professionalization.

NCSL, England Jnd Wales

Cemre Condoreet, France

NSO, Nerherlands

MO/NTE, Singapore

Uni Waibto. New Zealand

Uni Washingron, WA, USA

Uni Wililam Parerson. NI, USA

rlgure l Length uf schoolleader preparation programmes (eonraer time).

Wllilst Figure 1 indicates ooly the number of course days, the real demands on the
tIme 01' (he partJcipants is apparent when we consider that beyond 'contact tIme' rhere is
orher tIme corrmitted to preparation, This includes individual srudy time tür readings and
wTiring JSStgnInents, but moreüv'er cime für intemships or school-based projeccs, aDd the
documentation of one 's progress [md retlecrion as by wming a 'learning journal'.

For exarnple, at the Universlty of Washingtoo, preparatlon requrres 39 c[edlt hours
(assummg 15-week semesters) and an additional 720 rnternship hÜLlrs{l.e. i6 hours per
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5, From administration and maintenance to leadership for improvement
Changes in the provision 01' developmerlt programmes also affect COrltents. [n spite of
the inereased strain on schoolleaders due to task overload by additlOnal admmiscra[ive
responsibilities - parttcularly lI1 counmes wlth more decentralised school systems -
school1eader development has not become dommaled by administrative lssues. On the
contrarj, ItS overall tocus is no longer on adminiscrative and legal topics, but has shlt'ted
to a foclls on leadership and schaoi improvement. The cmphasis has clearly shifrcd
tOwards the human dimensions of leadmg schools.

As communicacion and cooperation p!ay an essential role in school !eadership, thls is
mmored in the choiee ofcomems and methods. First, in the context of'communicat!on'

There is also a trend towards providing professional development through aseries
01' modules. This takes two general forms In the first türm, the models are eonceived
of as a mandatory sequence 01' 'rounded' single programmes. In the second form, there
is no specific sequence for eompleting the modules. Rather participation in the mod-
ules depends Orl the professional position and development needs ofthe individual par-
ticipant. The modules may be 'collected' in a kind ofpersonal portfolio. The individual
schoolleader may weil fall baek upon them as support in crueial career phases.

Cot1Sequemly, there is a terldeney away trom 'one-size for all' designs and towards
programmes tailored tor the individual partlelpant. The basic idea is that arl adequ:ue
qualification CZlrlnot be completed in one pass through a standardised traIning pro-
gramme. InsteacL there is an increasing trend towards development linked to the career
cycle and to spec! fic needs 01' the leader, both: personally and school context-related.
Figure 2 shows some 0 r' the Ideal rype sehoolleader development models in regard to
phasing.

Figure 2. Phased models üf schoolle~dershjp developmeilt.

I Continuolls

i Devdopmen[
I

Inductio!lPreO~L1[iünOrientJtion

One size

for ~Il

On-ehe-job

für JII

One size

l'vlodulanzed

Mui([-ph~se

yJutti-phase

:md

cl, l\IuJti-phase designs and modul:1risation of programmes
The internatlOnal comparison shows that school leader development is more and more
regarded as a eontinuous process. Thls could be divlded into several phases:

Orientarion phase: This provldes the opportUniry tor teachers mterested in
!eadership positions tO renect on the role of a schoolleader in respect to their
own abilities and expectations,
Pr,ep(lrCJ~tic'n phase: This occurs prior [Q taking over a school leadership POS!-
tlOrl or even before applying for ir.
!nduction phase: After cakmg over aleadership position, development oppor-
tunities are provided to support the school leader in her/his rlew position.
Conti.'1umls development phase: This provides vanous training and develop-
ment opportunities for established school leaders, best tailored to their indi-
vidual tleeds and those 01' their schools.

week). The programme 01' the Nederlandse School voor Onderwijs-management is com-
prised 01' [our semesters wlth around 350 working hours lor each semester. This includes
for each semester: 20 hours tür seminars, 175 hours tor training sessions, up to 20 ho urs
rür consultation sessions, BJrther time for literature studies, and 140 ho urs for intemships
in the Erst three semesters, and time for a WTItten assignment in the rüurth semester. The
Universiry 01' Waikato offers a programme, eomprised 01' 24 credit hours (assllming
12-week semesters). In addition there are 1.600 hours assumed by the provider für indi-
vldual studies, participation in an ematI-forum and for eonduuing school-based projects.

[n summary, there is a elear trend towards requinng an extensive set of quite time-
eOrJsumirJg preparatory activÜies prior to assuming positions 01' leadership responsi-
bility in sehools ac ross the countries ineluded in this study.

Considering that raising the levels of knowledge and modifying the behaviour or' par-
ticipants requires a serious eommitmetlt of time, providers are increasingly moving
towards several phases 01' development. This is resulting in the implementatiotl of
multi-phase development models, whose individual phases are weil eo-orditlated.
Multi-phase development in this sense does not merely mean the existence ofpre-serv-
iee and in-service training options offered by the same provider. Genuine multi-phase
development models are designed so that the different phases are well-eoordinated and
match with each other. They are based Orl a coherent cotJceptual approach.

In England and Wales the development model is comprised 01' three phases (cf
Tomiinson), First, the NatlOnal Professioml Qualificatiorl for Headship (NPQH) is a
preparatory programme für aspiring heads, SeconcL the Headteacher Leadership and
Management Programme (HEi\DLAMP) addresses the needs of newly appointed
schoolleaders. ThircL the Leadership Programme r'or Servmg Headteachers (LPSHI. is
a programme f~J[ schoolleaders who have served für more than six years. The overail
conceptualizatiorl of this three-phase programrne as weil as the COrltent design within
eaeh phase represent good exampies of the multi-phase model. Other providers in dif,
(erent courltries offer similar approaehes. For ex:lmple, in the US, the Califomia School
Leadership ""..cademy offers a combinatlOn 0 r' programmes that fit various stages in the
career eycle cf partlcipants; in New South Wales, [he Department of Education has
developed a ..r'ive-phase development programme'. also trying to meer different needs
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one finds module tittes such as leading cOl1ferences and meetings, leading a professional
dialogue, problem- and conflict-solving, and creating structures of relation and commu-
l1ication. In the context of 'co-operatiol1', it is abou! gaining the co-operation of all stake-
holders, creating a shared vision, a shared school programme, shared leadership (in ,he
sense of spreading respol1sibility), and team work.

It is no 10l1ger the primary aim of schoolleadership to make the school functiol1
within a fixed legal framework. Today schools and their leaders mus! respond to the
challerlges of sociaL cultural and economic change. Schools are more and more
viewed systemically as learning organizations, each with their own speclfic condi-
tions, rules, and cultures. Consequemly, leading schools entads developing !earning
orgamzations (Senge, 1990; Fullan 1993, 1995)

This paradigm shift from managing and maintaining to leading and improving
schoois is mirrored in the themes of many developmem programmes reviewed in this
study For example, Danish and Canadian prognmmes place edu'~atlona! 1eadership
explicitly in the context 01' schoo! change. They view ,he schoolleader as a first ciass
~ change agent) .

Ir1 many programmes, similar themes are evider1t within the areas 01' school devel-
opmem and statf developmem. Examples include: school as a 1eammg organization,
culture 01' an organizatior1, psychology of organizatior1s, school quality and develop-
ment of quality, setting up aVIsion and implementing rhe vision, management of school
programmes, initiating and implementing change, school improvement projects, proj-
ect management, 1eading and developing statl, allocatior1 01' stafr, teamwork and team
development, in-service-training for staff, staffdevelopment and teachers' supervIsion.

The topic of evaluation and quality assurance also p lays an important part wirhin this
broader theme: school evaluatiorl, methods of evaluation, internal and extemal evalua-
tion, appraisal and assessmem ofpupil achievement, aceountability, action research and
evaluation, organizationalleaming and evaluatiorl, supervision and evaluation.

The international eomparison shows quite conelusively that these development
programmes have shifted towards a focus Or1 the role of ieadership tor improvement.
\Vithin this role, the central task is the developmem of the sehool in cooperation wirh
aU stakeholders. The eoneeption 01' school leadership as admmistration of the status
quo has to a high degree given way internationally to a new eonception of school as a
leaming organization and of its leadership as a driving force and safeguard of effec-
tive improvement processes.

6, Deve!oping the leadership capacity of schoo!s
One tendency suggesred above that may be developing into a paradigm shift is the
cOr1ceptualisation of school as a 'Ieaming organization'. This cOr1ceptuatizatior1 also
shifts the focus away - somewhat - from the development of the individual schoo!
leader to [he developmer1t of each individual school 's leadership capaeiry. Hence, the
sehoo! leaders hip development programme becomes a means of school development.

With this in mine!, some providers explicitly have changed their programmes and
have wideaed their target groups. They focus not only Or1(aspiring) schoolleaders, hit
also on [eachers who want to enhance thelr ieadership competencies ever1 if they are
not planning to appiy for schoolleader positioas. This is the case, for instar1ce, in New
Jersey and New South Wales. If school developmer1t IS the explicit goaL programmes

may target whole sehoolleadership teams (e.g., the Danish programme Leadership in
Deve!opment), and may inelude parent and community representatives. The
California Leadership Aeademy has programmes that target established leadership
teams from sehools. While the trend towards team-based training is or1ly apparerlt in a
few programmes, an increasing number 01' providers state that they intend to foeus on
developir1g leaders hip teams. They express ,he beliefthat this approach is necessary in
order to establish stror1ger leadership and change capacines Ivithir1 schools.

As an additioml note, this new focus on developing team leadership capacity sug-
gests a shift towards focusing on the individual school rather chan the ir1dividua! par-
ticipant. This has interesting Implieatior1s tor programme content. Wherl a programme
tocuses Or1a team, deveiopment activiries must become even more contextllaiized: It
is no 10r1ger context-free training, but context-specific applied development.

7, From acquisition to creation and development of knowledge
In many programmes, two cOr1siderations seem inereasingJy to be takea imo aeCOlffit:
First, when rapid soeial and eeoaomic change and changes in the educational system are
coupled with aglobaI inerease in iatorrnatlon prodllctior1, it is insufficient für pro-
grammes [0 !ocus solelyon enlargmg the quantity of leaders' knowledge. The qualifica-
tion must prepare tor an unknownfurure environment. This suggests still another
paradigm shift. It is a shift away !'rom Imparting a stab!e knowledge base ar1d towards the
development 01' procedural knowkdge that can be applied. The notion of 'acquiring'
knowledge is being replaced by [he concepts of 'developir1g' or 'creating' knowledge
and by intorrnatior1 management. The participams will enhance their abiiity to learn,
unders!and cognitive processes and ac hieve what is called 'conceptua! literacy' (see
GiroLL'{, 1988). They have to be enabled to act in a complex, sometimes chaotic work
er1viror1ment (see Murphy, 1992).

Secone!, there is consensus that delivery methods must address the learning needs
and competences of adult learners. Hence, fundamental andragogic principles must be
raken into account. This ref1ects ,he belief rhat new knowledge is built on previous
experierlces and the knowledge 01' the adult learners. Adults bring persor1al and pro-
fessional experiences, prior knowledge. and their own persor1al ways 01' seeing them-
selves to bear on the leaming process to a greater degree than children (see Siebert,
1996) Themes that cannot be lirlked to previously existing cognitive systems are
mostly forgotten. The reality and the experiences of the participants, their needs and
problems, should thererore become the starting point 01' new leamirlg. COr1sequer1tly,
methods of leaming tend to favotlf a probJem-centred rather than theme-centred
approach. Aecording to Gruber (2000), galDing experience tor professional compe-
tences means learning in complex application-relevant and practice,relevant situa-
tions (see also Joyce & Showers, 1988, 1995). New competences are mostly gained in
a process of practice and feedback. For this, sutficient theoretical foundations should
be imparted as welllD order to tüster retlection Or1practice.

In many developmer1t programmes there is a clear tendency towards experience-
orienred and application-oriented methods [ndeee!, methods of leaming and processing
01' inforrnatiorl are apparerlt as programme themes as weil, either implicitly or explicitJy.
There is a shift of emphasis in school leader development towards practice-with-
retlection-oriented ieaming. Tnls can oe seen in the attempt to bring practical work
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Figure 3 Emphasis 01'leammg opportUnities within schoolleader deveiopment programmes·

8. From ro!e-based training to personal and professional development
Within this era of constant change, it is no 10rJger sufficient to train participams tor a
fixed role. For some observers this suggests the need to focus on basic professional

~[t has not been taken into account whethcr the offers are made to teachers asptring to !eader-
ship or to school leaders newly appointed and in position. Besides. the differen( emphasis could
be viewed in reterence to the total amounr or length of training avadable; since offering experi-
enrialleaming opporrunities lnevÜably means expanding the programme accordingly.

Project work and/or intemships are includecl, ror example, in the National
Professional Qualification for Headship in England and Wales, in the Managementen
Organisatieopleidingen of the Nederlandse School voor Onderwijsmanagement, in the
Master prograrrune in Educational Leadership at the William Paterson University of
New Jersey, in the Principal's Qualification Programme in Ontario, and particularly
extensive in the central programme in France, in the Diploma ia Educational Admini-
stration in Singapore, and in the Danforth Educational Leadership Prograrrune at the
University of Washington. However, countries which still favour more or less an
approach to leadership development which is centred arou.Tldcourses also indicate that
certain modifications are under consideration.

Hence, it is obvious that in many countries there is a shift from solely course-based
leaming towards experience-based leaming in developmem programmes. Increasingly,
programmes are centred around experiemial methods.
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experiences from the schools to bear during the progTammes through cases, learningjour-
nals, and discussion groups.

Moreover, increasingly the participants are placed in a workshop surrounding, aad
confrotlted with mode lIed situatiotlS of school leadership work life and carefully con-
structed cases. They may be involved in teams in probIem-based leaming (PBL) where
leaming is cooperatlve, interactive, participative, ancl, to a certain degree, group- and
selt'-organised. I'Aoreconsequently than the case studies and simulations often applied in
development programmes, the PBL approach starts with real-life experiences and then
looks tor supportive knowledge as a tool. The slogan here is: 'First the problem, then the
coatent.' (Bridges & Hallinger, 1995, p. 8). Here, the problem is seen as a stimulus for
leaming (hat then leads to the coatent required to solve it. Problem-based leaming has
become a consistent part of a aumber of programmes for schoolleaders internationally
(e.g., at (he Uoiversity ofWashington). It is meant to offer a greater practical relevance
and thus addresses the theory vs. practice cont1ict. \Vithin PBL. team leaming is espe-
cially critical irJorder to achieve solutlons to problems. Problem-solving is an imeractive
participative process.

Certainly, problem-based leaming is an imeresting attempt to get practice rele-
vance by using cOrJcrete problems taken from real life. Yet in PBL, the problem
remains consITUcted and imagined. ThlS surely has advantages: However close to the
complexiry of school leaders hip realtty the constmcted problem may be, it always
remains consciously designed and structured enough to enable exemplary leaming
expenences.

Golng one step further means using genuine cases that are taken from real schools,
eilher from (he schools of the participants or from partnership schools. Wilhin this
approach, participants of the proJect group become extemal counsellors tor the leaders
ofthese schools. Through this interaction both parties benefit. This method is, for exam-
pIe, used by York Universiry via an online conference system. Two experienced school
leaders present a problem every seven to ten days, taken from their work jife, to the
group ofwhidt they are in charge.

Some deveiopment programmes take another step further, leave the workshop and
turn to the authentic workplace, using it as a clinical faculty. It is argued that only the
au(hentic working context can assure an adequate complexiry and authenticity leading
to leaming processes required. For the panicipants of pre-ser/ice schoolleader devel-
opment, intemships at one school or several schools are organized parallel to the train-
ing. They can observe the school leader by shadowing her/hirn, can partially take over
leadership tasks themselves, and can carry out proJects independently. The school
leaders at (he internship schoois then function as mentors or supervisors and will also
benefit trom this co-operation. In generaL new partners hip arrangements berNeen
lJniversities, orher providers of school leadership development, and schools are an
importarrt basis for leaming opponunities like these. Thus, certainly the best possible
practice relevance is created: Exemplary leaming processes take place in the reality of
school (ci'. Littky & Schen).

As Huber and West (2002) show, the training provision can be cooceptualised as
being spread across tViOcoatinua of course-based and experience-based learmng
opportunities. Hence, it is possible to distriblJ[e the programmes worldwide according
to the reiative emphasis given [0 these two strategies (see Figme 3).
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values, beliefs and concems of school leaders. This demands that (aspiring) school
leaders retlect upon their own conceptions of schools and the role of a schoo! leader.

Following this line of thinking, programmes offered in many countries include com-
ponents such as persoaai visioa, persoaal and professional development, deveiopment of
fimdamemal values, reflective practice, 'cognitive mapping' -strategies Ln terms of work-
iog wirh oae 's own mental pictures of one's school, and time- and self-management This
results ia a shift ITom focusing on a specific role to looking at personal and protessiorla!
needs within a complex setting. ProgrammaticaiJy there is a shitt ITom 'providing training
to so meone' to .0 ffering deveiopment opportuni ries tor someone' . Therefore, the indivId-
Llaischool leader is put in the centre by tocusing her/his personal development, and a tor-
mer fixed set ofconrents or a traditional curriculum are pushed into the background,

9. New Jeadership conceplions

Changes in the schools and their context also have so me Impact on the role of school
leaders. This l1ew role can hardly be filled with old eoncepts ot' leadership. Sehool
leader development has to take this Into account. Consequently, some of the develop-
ment programmes relate to new and quite specific leaders hip conceptlOns.

As schools are DOlonger Seen as static systems. conceptions like 'transformational
1eadership' are beeomlng more popular. Translormational leaders view school as a
eulturaUy Independent organlsm that is able to develop. Henee, they exerClse an active
int1uenee on the culture ofthe sehooL They are DOtonly expeeted to manage 5tmctures
and tasks, but to concentrate on people and their interpersona! relationships. They
make an effort to win their cooperation and commitment. Leadership of this type IS
considered more suitable lor the tasks of school development (see Leithwood, 1992).

If school is to become a learning organization. this implies the active empower-
ment and cooperative commitment of ail stakeholders. Then, the previous division
beL\\ieen the positions of teachers on one hand and learners on the other hand eaonot
be maintained. Nor can the division between leaders and foHowers. Leadership Is no
longer statically !inked to the hierarchieal status of an individual person, but empow-
ers as many staff members as possible as partners in various parts. This is eoneeptu-
alised by the aotion of 'post-transformationalleadership' (see lackson & West, 1999).

Another concept, tor exampie, Is 'integralleadership'. Ir views schoolleaders pri-
marily as leaders with genuinely educational tasks and emphasizes an integrating per-
speetive, wh ich overeomes the divlde of management and ieadership for the sake of
the edueational aims of schools (see lmants & de long, 1999).

Final Remarks: Leadership, Values, and the School's Core Purpose

The comparison of school leader deve!opment In these 15 countries gives a dominant
impression of global approaches aud shifts. What can be clearly stated about school
leader deve!opment from this intemational perspective is that there were manv
changes durin". the last vears in nearlv everv countrv. It is apparent that a number o'f

'-" ,I .""'-

couatries have acted more active!y than others. In some countries, schoolleader devel-
opment opportunities bave improved particularly during the last 10 years. However,
(here lS stl! 1some "vay co go.

One issue seems particularly interesting: Iocreasingly the programmes are organized
around new conceptions of schooling. The old notion of the school as an unchanging,
maintaining and very statlc organization is no longer suitable. Increasingly, schools are
seen as leaming, problem-sol ving, creative, self.renewrng or self-managing organisations.

If change is on the agenda 01' schools and schoo! leaders, It is cTUcial to have a
visioa which gives them a direction. Leaders (of any kind) need to know which are the
goals and aims tor real improvement (and not change jor its own sake), Basically, what
Is needed is to have criteria to judge the overailleadership approach and the day,to-

decision making. This should be back-mapped against the core purpose ofschool.
In some countries, this notion was taken into account when designing school

leader development. The schools' core purpose - namely teaching and leaming - and
the specific current and future aims of schools have increasingly left their traces In the
concepts of various development programmes. The principle that a 'school has to be a
model of what education aims at' (Rosenbusch, 1997) thus has consequences not only
tor definmg the roie of school leaders but also tor the design of development pro-
grammes.

As a solid base for what educatlOn aims at, in some ot' the programmes an orienta-
tion towards a specific value-based attitude is intended. Thus, the understanding 01'
leadership 10 this context includes moral and politieal dimensions. Leadership :11a
democratic soelcty emphasizes values such as equality, justice, fairness, welfare and a
careful use ofpower. 1n the compllations oftopics, the role ofvalues, ethies and morals,
the question of power, and how to iegitimate ieadership in a democraey and for social
justlee are inereasingly eentral themes This holds tTUe, for example, for the programme
of Danmarks Paedagogiske Universitet and that of the University of Waikato.
New Zealand (bOIh doing without any state guidelines), but also In the standards- or
guidelines-oriented programmes ofthe US examples, Canada, and some others.

This comparisol1 indicates certain current trends and contributes to the diseussion in
the Le!d, yet there is still much to be done. For example, there stiH is an obvious lack of
analyses of the training and deveiopment needs of schoolleaders in the different stages
of their careers. Moreover, the quality and the effectiveness 01' school leader develop-
meat programmes have to be evaluated. Further intemationaily in-depth eomparative
studies to identify best practiee have to be conducted. Very important Is to establish net-
works, which could provide further co-operation and eollaboration between those plan-
ning and providing school leadership development and those conducting research in
d! fierent countries
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