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Preface

In the summer of 1999, the National Center on Education and the
Economy (NCEE) was asked by Michael Levine and Vivien Stew-
art at Carnegie Corporation of New York if we would be interested
in producing a plan for a “war college” for school principals, a new
kind of institution that could model a very different approach to the
training of these key educational leaders and managers. This request
grew out of a meeting sponsored earlier that summer by Carnegie,
the Ford Foundation, and the U.S. Department of Education
addressed to the question as to where the United States was going
to find the quality of people we will need to lead our schools.

Carnegie, like other philanthropic institutions, was growing
concerned about the prospects for leadership in our educational
institutions. Anecdotal data from many sources was revealing a very
disturbing picture. The number of applicants for positions as prin-
cipals and superintendents was declining. Experienced people
seemed to be retiring at ever earlier ages. Even in the wealthy sub-
urbs, applications were far below prior levels and continuing to
trend downward. Recruiters were reporting ever greater difficulty in
finding candidates with even minimal qualifications for positions
in schools and districts serving low-income families. For the first
time in our own work, there were schools in our network that had
been without even minimally qualified principals for six months
or longer because no one at all could be found to fill the job. More
and more of the principals and superintendents we talked to were
reporting that the pressures on them were continuing to grow and
the rewards were diminishing.

xi
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Our friends at Carnegie asked us to focus our analysis and plan-
ning on the preparation of principals. Although they understood
that lack of good training was not the only problem and that train-
ing alone was not going to provide a complete solution, they
thought that other elements of the solution would prove less
tractable and take longer to affect, so they hoped that we could find
an approach to training that would prove to be much more power-
ful and effective than anything else available. Not long after
Carnegie made the initial grant for this work, it was joined by the
New Schools Venture Fund and the Broad Foundation.

All of us wanted to ground the design in the best research and
widest possible search for best practices. The papers in this volume
are the result of that commitment. They were commissioned not
only as an aid to our work but also in the hope that they would pro-
vide information and analysis that would be useful to a much
broader community of people who share our interest in the future
of school leadership, in work on leadership in other fields that
might bear on the way school leaders are trained, and in new devel-
opments in the education and training of adults that might be used
to improve professional development in many areas of education.
Whether or not you agree with the direction we have chosen to
take, we hope that the ideas presented in these pages will prove
valuable to you in your own work.

We are deeply indebted to Eli Broad, Dan Katzir, and Lynn Liao
of the Broad Foundation; Kim Smith of the New Schools Venture
Fund; and Michelle Cahill, Vartan Gregorian, Vivien Stewart, and
Michael Levine of Carnegie Corporation of New York for the sup-
port that made the contributions to this book and all of the rest of
the work on this program possible (although the statements made
and the views expressed in this volume are solely those of the chap-
ter authors).

Chapter One of this book, “Preparing Principals in the Age of
Accountability,” presents our own analysis of the issues surrounding
the preparation of school principals and our proposals for dealing
with those issues. We draw in our chapter on all the other chapters
in this volume. But our chapter also relies heavily on research on
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the topic that we ourselves did over a period of two and a half years.
In addition to commissioning the chapters in this volume, we con-
ducted a program of “snowball research”: interviewing leading
experts in a variety of fields and then asking the person being inter-
viewed to nominate others to whom we should talk. We continued
this process for several months until most of the people being nom-
inated were people we had already interviewed. Concurrently, we
ran three large focus groups, talking with a group of principals from
wealthy suburbs, another from inner-city schools, and a third from
schools in communities of every description. When we were well
into this process, we invited about twenty-five of the people we had
interviewed —a very eclectic group— to Washington for a loosely
structured two-day discussion of our initial impressions and
hypotheses. Having used this meeting to further focus our research,
we then continued with a set of visits to, among other places, sev-
eral graduate schools of education and business, the National War
College in Washington, the principals’ professional associations,
and a number of schools. When we had further refined our impres-
sions and our analysis on the basis of these visits, Carnegie Corpo-
ration was kind enough to host a meeting of executives from a
dozen or so foundations for a briefing and discussion in New York
City. The names of all of these contributors are contained in
Appendix B.

Following Chapter One are the reports commissioned for this
study, presented in four parts. The first part deals with two impor-
tant roles of the principal: the principal as instructional leader and
the principal as moral leader.

In Chapter Two, Peter Hill, a leading Australian researcher
with an international following, addresses the question of what
principals need to know about teaching and learning. Now as never
before in the United States, the heart of the job is organizing the
school to promote gains in student achievement. But this is now
mostly left out of the training of school principals, who are mainly
trained now to manage the school organization, not its program.
Hill draws widely on the international research literature as well as
his own research and experience to present a considered, practical,
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and thoughtful view of the role of the principal as instructional
leader.

In Chapter Three, Tom Sobol addresses the role of the princi-
pal as the moral leader of the school. Instruction, while central,
hardly defines the whole job. In many ways, the moral and ethical
dimensions of the job are paramount. Teachers and students always
watch to see what the principal does when the hard choices have to
be made between what adults want for themselves and what is best
for the students. Principals who fall on the wrong side of this divide
have little credibility with the best teachers and students. The issues
are typically not black and white but are instead full of gray areas.
Sobol’s chapter captures these nuances and draws the reader effort-
lessly into the issues.

Part Two contains chapters that describe best practices in the
training of leaders, managers, and other professionals in business,
the military, and other fields.

In Chapter Four, Marie Eiter captures the main themes in the
literature and relates some of the most important lessons from the
business schools and the corporate universities in the area of lead-
ership development. This is, of course, a vast field, so we asked Eiter
to concentrate on providing us with a conceptual map of the terri-
tory on the issues that might have the greatest application to the
world of elementary and secondary education.

In Chapter Five, Robert Hughes and Richard Haney describe
the development of leaders and managers in the military, concen-
trating on the features of the military system that the authors
believe might be applicable to the training of leaders and managers
in the field of elementary and secondary education. The authors
also describe the whole career development system for leaders and
managers in the military and show how the design of the training
system is intimately linked to the design of the other components
of the career development system.

In Chapter Six, Gary Sykes, with Cheryl King and Jeanne
Patrick, describes and analyzes models of preparation in a wide
range of disciplines, from medicine and engineering to the ministry
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and business. The chapter covers a wide array of approaches to the
education and training of professionals in this country from which
individuals planning new ventures in education can usefully draw.

Part Three approaches the issues from an international per-
spective. In Chapter Seven, the only chapter in this part, Brian
Caldwell, Gerard Calnin, and Wendy Cabhill describe how school
leaders and managers are prepared in many countries in the
English-speaking world and draw parallels between the situation in
the United States and elsewhere on the globe.

Part Four of this book is devoted to a situation report on the
preparation of school principals in the United States.

In Chapter Eight, Carolyn Kelley and Kent Peterson describe
the work of school principals in this country, their initial prepara-
tion, and the nature of the challenges facing the profession. In addi-
tion to describing the wide range of institutions providing
certification and degree programs, this chapter also describes the
policy framework and resulting incentives within which these insti-
tutions do their work. This thorough survey of the field was under-
taken under the auspices of the Consortium for Policy Research in
Education (CPRE), as was the following chapter by the same
authors.

In Chapter Nine, Peterson and Kelley survey the field of con-
tinuing education programs for school principals. This kaleido-
scopic review captures the often bewildering array of program and
institutional types and documents the achievements and short-
comings of the offerings.

In Chapter Ten, Gerald Tirozzi takes a closer look at the role of
the national associations in promoting the growth and develop-
ment of school principals. These associations, like associations in
most professional fields, take very seriously their role in keeping
their members’ skills and knowledge fresh and up-to-date. That role
has been growing steadily in importance in recent years.

In the first of two appendixes, we provide a description of the
program of the National Institute for School Leadership (NISL),
the organization that emerged from the analysis contained in this
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volume. In the second appendix, we list the individuals and groups
consulted in the course of preparing our work and designing what
became the NISL.

We could not have done the work we were asked to do without
the contributions made by the authors of the chapters in this book.
We hope you will be as delighted with them as we were.

Washington, D.C. Marc S. Tucker
July 2002 Judy B. Codding
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Chapter One

Preparing Principals in the
Age of Accountability

Marc S. Tucker, Judy B. Codding

Why would anyone want the job of principal? Many school
principals we know have the look these days of the proverbial
deer caught in the headlights. Almost overnight, it seems, they
have been caught in the high beams of the burgeoning account-
ability movement. Now as never before, the public and all the
organs of government are insisting that student academic per-
formance improve —and fast. The federal government is put-
ting ever-increasing pressure on the states to that end. The
states, in their turn, are busy creating incentives for local boards
and superintendents to raise school performance. And the local
boards and superintendents are wasting no time in putting as
much pressure as they can on the principals. And there it rests.

The principal experiences this set of pressures as a vise that is
closing fast. The expectation that the principal will lead the school
to levels of student achievement that are unprecedented for that
school, for students from that social background, for children for
whom English is not their native language, with budgets that mea-
ger—all this seems to be the stuff of fantasy for the principal in
the vise. If the principal and faculty had known how to produce
unprecedented improvements in student performance before, they
would have done it. What, they want to know, makes anyone think
they can do it now, with little or no more money than they had
before?

This enormous challenge is the icing on a cake that is, on the
whole, not very appetizing to begin with.
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The life of the principal is very different from the life of an aver-
age faculty member (see Chapter Eight). The typical principal
supervises thirty professionals and fourteen support staff. There is
no assistant principal in his school. This means that the average
principal is responsible for a span of control six to ten times what is
normal in private industry.

All day long, faculty, staff, and parents are making a beeline
for the principal’s office to resolve the problems they face. The
result is a day — say, for a typical high school principal — that is a
headlong dash that begins at 7:00 or 7:30 a.m. and does not end
until 10:00 or 10:30 p.m. The principal’s daily diary reflects a cal-
endar set by everyone else. Typical entries would contains entries
like these: “met with angry parent,” “served with lawsuit,
with grievance panel,” “met with parent demanding that her son’s
grades be raised to level needed to get into college,”
inspector on safety code violation,” “attended expulsion hearing,”
“met with parent demanding that her daughter have a different
English teacher,”
utes by emergency, unable to return)” . . . and the list goes on like
that through dinner until the varsity basketball game is over in the
evening.

Note that precious little of this day has to do with instruction.
Principals refer to themselves as “one-minute decision makers”
because they have a minute to decide one issue before they are con-
fronted with the next one. Besides having to deal with the stress
produced by this situation, the typical principal works an average
sixty-hour workweek, compared to forty-five hours for the typical
teacher.

So you would expect the principal to make comparably more,
right? Wrong! Because principals have less political power and pub-
lic support than teachers, teachers’ salaries have been rising faster
than principals’ salaries. So although it looks as though principals
earn more than teachers when you compare annual salaries, when
you take into account the fact that principals are generally on a full-

M«
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time schedule and the teachers generally work ten months a year,
the hourly salary rate for principals is often actually lower than for
teachers.

As the years have gone by and public trust in professional edu-
cators has turned to public disgust, the support that the principal
used to get from parents and the community has evaporated,
replaced by what seems like a constant battle, an endless series of
demands that often easily escalate into abuse, from which there is
no escape.

Over the past decade or so, many states have adopted some
form of school site governance. The lofty goal was to relocate con-
trol of the school from the central office to the school itself and to
share the enhanced power at the school level among a wider group
of constituencies, to give them a greater sense of ownership and
make the school work better. But the principal, a wry smile playing
on her face, will tell you that it did not work out that way. The cen-
tral office has as much control as ever over the budget, the curricu-
lum, hiring, firing, and the assignment of key leadership positions
in the school. The only difference from how it used to be is that the
meager power the principal used to have must now be shared with
a school site council composed mainly of teachers and parents who
are happy to exercise whatever power they can get but who will
take none of the responsibility for the outcome. So the principal has
even less authority than before while being expected to accept
much more responsibility.

The result is predictable. Principals are bailing out, and the pool
of candidates willing to replace them is drying up at an alarming
rate. Some schools with which we are familiar have recently gone
six months or more without a principal because no one with even
the bare minimum qualifications could be found for the post. This
is not because no one has the formal qualifications. Getting the
qualifications is one of the easiest ways to advance on the salary
scale as a teacher or assistant principal. So there is a large pool of
people who have the formal qualifications but who do not want the
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job. And who can blame them? Who would want a job that appears
to be impossible, is thankless, and pays no more than other jobs in
the same field that make more modest demands on one’s time and
psychic energy?

This situation would be regarded with alarm in the best of
times. That is, it is always a problem when the supply of people
seeking a key position falls below the demand. The only options
available are to make the job more attractive, typically by raising
salaries or lowering the qualifications. In education, time out of
mind, we have usually done the latter, rarely the former. But con-
sider where the country is right now. What we need are not just
people who are willing to do the job and meet the minimum quali-
fications, even though these criteria would be hard enough to meet
in many places at the moment. No, the job is no longer simply to
“keep school,” the job we have trained principals for over the de-
cades. Today we need people who can do a job we have never ad-
vertised before, a job that currently serving principals were never
expected to do. We need people who can lead and manage the
school to much higher levels of student achievement at little or no
increase in cost, in an environment in which they have much less
control over the key factors that determine the outcome than sim-
ilarly situated leaders and managers in most other fields. That is a
very tall order.

Having said that, we are now in a position to break the chal-
lenge apart into its constituent components.

Making the Job Doable

First, the job itself must be made doable. This challenge has at least
two dimensions: the structure of the job and the authority that it
carries.

We have run focus groups of principals from many different
kinds of schools and communities. The message is clear: the prin-
cipals now in the job believe that they ought to be instructional
leaders— that shaping the instructional program and providing
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effective guidance to the faculty in making the instructional pro-
gram as effective as possible is the heart of the job. But the princi-
pals we talked to from the most advantaged communities told us
that they could not possibly spend more than 40 percent of their
time on instruction — too little, they think, to do what now needs
to be done. And the principals of schools serving low-income
inner-city schools just laughed. They spend all of their time dealing
with emergencies. Attending to instruction, they say, is a luxury
they cannot afford.

The fact is that one person can no longer do all that needs to be
done. It is best then to talk about the “principalship,” a function
carried out by two or more people that involves providing the lead-
ership the school now needs as well as the management needed to
organize and administer the school at the top level. Among the pos-
sible configurations in a small school is providing the principal with
a business manager who takes over many of the administrative
duties. In a larger school, the job might be divided among a princi-
pal, a chief academic officer, and a chief of operations, or it might
be given to a principal (or teacher) assisted by a business manager
and a chief of staff. In a very large high school, it might involve
multiple principals: one who is responsible for the physical plant
and administrative services and a number of others, each in charge
of an autonomous academic program, assisted in each case by a
chief of staff or business manager.

There are many other possible configurations for the division of
responsibilities among two or three individuals, but almost any con-
ceivable arrangement is going to cost more money, which will have
to be offset by savings made elsewhere in the system.

Note that the principal is the instructional leader in most of
these configurations but not all of them. This is very important for
everything that follows in this chapter. When we speak of the prin-
cipal as instructional leader and when we describe a curriculum
intended to develop the skills and knowledge needed by the prin-
cipal acting in the role of instructional leader, we hope you will bear
in mind this idea of the principalship and the possibility that the
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role of instructional leader may be played by someone other than
the person who holds the title of principal. We have already noted
that the environment in many urban schools is that the principal,
no matter who is at his right and left hand, will have little time left
for instruction after dealing with the inevitable daily ration of emer-
gencies. A school district that ignores this reality and requires its
principals to personally be the instructional leaders in every case
may do so at its peril. Nevertheless, no matter which member of
the leadership team performs this function, the principal should get
the training for instructional leadership that we describe here,
because it is essential that the principal understand this function
and be able to support it knowledgeably, even if someone else is
actually doing it.

Making Authority Commensurate
with Responsibility and Accountability

There is another respect in which the job must be made more
doable: the principal must have authority that is commensurate
with her responsibility and accountability.

Imagine that you are the principal, this person who is being
asked to produce great improvements in student achievement. You
cannot select your staff. You cannot fire anyone who is already on
your staff. You cannot award or withhold a bonus from anyone.
Seniority rights for teachers means that overnight, you can lose
people you have made an enormous investment in and have them
replaced by people who couldn’t care less about your agenda. You
may have little control over the instructional materials that are
used. Someone else controls the training agenda. Someone else
controls how all but a small amount of your regular budget is spent.
Someone else controls how the federal program money will be
spent. Some people who work in your school report directly to
people in the central office rather than to you. In some systems, you
do not even have the right to assign teachers to classes because
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teachers’ seniority rights govern assignment. Yet despite all this, if
your students do not make progress on the state accountability
measures, your school is likely to be put on a public list of low-
performing schools. If performance does not improve, your school
could be closed, the faculty disbanded, and you fired. You will be
held responsible for the whole mess.

[t is absolutely unreasonable to hold the principal accountable
for student performance when that person has little or none of the
authority needed to get the job done. No major corporation that
expected to stay in business, no military unit of any size, no gov-
ernment agency that has earned the respect of the public would
expect its executives to function successfully without the authority
to get the job done.

State legislatures and school districts will have to deal with
these issues, and it will not be easy, because others will have to cede
authority to principals for this situation to be rectified. And it won’t
happen overnight.

So what can be done now to address the problems we have
described? In answering this question, we should bear in mind that
the low pay relative to teachers, the heavy supervisory load, the
long hours, and much else that we have described as characteristics
of the job have been with us for quite a while, though most of these
problems have slowly been worsening in recent years. What has
brought the situation to the crisis point has been the enormous anx-
iety and burdens brought on by the public’s demand for greatly
improved student performance.

A Historical Parallel

At first glance, the idea that schools and principals in particular
should be held accountable for greatly raising student performance
without the prospect of commensurately large increases in school
budgets is simply unreasonable and should therefore be dismissed.
But before we come to rest on that conclusion, it is important to
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remind ourselves of the situation that American business faced in
the late 1970s and early 1980s.

American corporations virtually overnight found themselves
facing unprecedented challenges from first Europe and then Asia.
Their foreign competitors were bringing products to our shores that
were of higher quality, were typically much more customized to
individual customer needs and requirements, came to market much
earlier in response to swiftly changing consumer tastes, and to the
astonishment and dismay of American companies, often carried
prices that were lower than the cost to the American firms of man-
ufacturing the product, not counting the additional costs of mar-
keting, sales, inventory, and transportation, to say nothing of profit.!

The short of it was that the American firms either found a way
to greatly increase quality and bring their new products to market
faster and do it all for a lower cost and price — or go out of business.
Some went out of business, but many figured out how to produce
higher quality at lower costs, and they did it very quickly.

So the experience of American business in the 1980s shows
that it is in fact possible to greatly raise quality without significantly
raising costs. But that same experience shows that this can be done
only by rethinking the way the organization works, coming up with
new strategies and processes, and then driving those strategies and
processes through the whole organization using a new conception
of executive development.

Firms found that they had to work hard to be very clear about
their strategic goals. They had to translate those goals into stan-
dards of quality that they were going to meet. They had to come up
with measures that would enable them to determine the degree to
which they were meeting their standards and goals. Then they had
to figure out how to empower the people who made the product or
rendered the service to design whole new ways to get the job done.
This process of redesign (they called it reengineering) of the basic
processes pervaded these firms. To properly support the redesign
process and the implementation of the new systems, the firms had
to create new corporate cultures.
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The Strategic Value of Executive
Development in Business

And they had to bring executive training from the shadows of the
periphery of the firm right onto center stage.” Firms engaged in
reengineering their basic processes quickly discovered not only that
they had to have clear corporate goals and strategies but also that it
was to no avail if the only people who knew about them and were
dedicated to reaching them and using them were at corporate head-
quarters. If the goals and strategies didn’t reach all the way down to
the factory floor, they would fail. If the people on the front line did
not know what to do and how to do it, the firm would inevitably
go under. It was this realization that led firm after firm to establish
corporate universities in this period. The top leaders of the corpo-
ration became the senior “professors” in the corporate university.
They taught the next level down and so on in a “cascade” until the
bottom of the pyramid was reached. In all the years that Jack Welch
led General Electric, it is said that he never missed his biweekly
teaching assignment at GE’s corporate university at Crotonville,
New York.

In this way, corporate strategy got out of the boardroom and
into the bloodstream of the whole organization. One might ask why
the corporations did not turn to the business schools instead of
going to the trouble and expense of creating their own corporate
universities. The answer is in part that the corporations had been
quite critical of the university business schools for years and also
that the corporations needed to be able to put their own corporate
spin on the education and training that their executives received.

Whatever the reasons, the universities acknowledged both the
threat and the opportunity, and they reached for the opportunity.
All over the country, business schools began or greatly expanded
their executive development programs. Whereas their M.B.A. pro-
grams enrolled individuals and usually applied the usual academic
admissions criteria for determining who was admitted, the execu-
tive development programs typically reached out to firms, with
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which they made training contracts. The firms were asked to select
teams of executives to participate in these programs. They defined
projects that would be a focal point of the training program and
that would be of real value to them. And the firms also contributed
executives who would serve as part of the faculty for the program,
ensuring that the firms’ goals and values and “way of doing things”
were reflected in the training. The business schools offered their
best faculty for these programs and went out of their way to put
together programs tailored to the needs of the firms.

The business schools made what in elementary and secondary
education would be regarded as immense investments in curriculum
and technology-based delivery systems (in some cases $1 million or
more per course). In return, they reaped very large fees from the
firms, which the firms were prepared to pay because their very sur-
vival was at stake.’

In a moment, we will compare the executive training in busi-
ness to the training of school principals. But first, we need to discuss
executive training in the context of the larger system of which it is
usually a part— the system that most sectors of the economy create
to develop their supply of capable executives. The case we have
chosen is the case of the United States military.

The Iron Triangle

Virtually everyone we talked with in business and military educa-
tion told us that they could not conceive of successfully doing their
job unless certain systems were present in the place where the
people being trained worked or would work.

We will illustrate the point using the military as an example.*
Officers in the armed forces either move up at a predetermined pace
or are expected to leave the service. Progress through the ranks is
determined by promotion boards, which decide, on the basis of the
written record, whether the officer goes on to the next stage of his
career. That decision is made on the basis of the assignments the
individual has had, how he has done in those jobs, the training he
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has had, and how he has done in that training. Promotion to the
next step is both a promotion to a new rank and job and also the
right to take the next appropriate training regime. In this system,
jobs and the training for those jobs go hand in hand. Careers are
laid out as a series of progressively demanding assignments. All
officers are expected to counsel the officers reporting to them
through this system and to participate in their education as coaches.
Promotion depends in part on how well one has performed this
function. The military does not simply send an individual to a par-
ticular school or training just because she wants to go any more
than it would give that person an assignment simply because
she volunteered for it. The qualifications for each job and career
are known. One has to have the requisite training and previous
assignments to qualify, along with the recommendations of one’s
superiors and, frequently, the right sort of results on the relevant
diagnostic tests and so on. In short, the military sees job training
and job assignments as two integral and highly related elements in
a unified, coherent system of career advancement.

This “iron triangle” of carefully calibrated relationships among
job training, job assignments, and career advancement is largely
missing in American school systems. The pool of people from
whom candidates for principals’ positions come is made up of
people who have selected themselves into that pool. Most people
would agree that certain characteristics that are desirable in princi-
pals are inherent in the person’s personality and that others are
trainable. If that is so, then any sensible school district would do as
the military does: identify the ones who have the right personality
characteristics and make whatever investment in them is required
to develop the trainable skills. It would create a carefully staged set
of leadership positions in the school of increasing responsibility and
step the potential executives through those positions, providing at
each step the education and training appropriate for that stage in
the progression, with strong mentoring along the way. They would
make sure that this education and training was not just generic —
addressed to what any principal in any American school district



12 Tue Principar CHALLENGE

should know and be able to do—but also specific to the culture of
that district and its own strategy for raising student achievement.
This is what the military and many American business firms do, but
few districts do it.

Good training has value in and of itself. But a good training sys-
tem will produce much better results if it is mated to a sound exec-
utive development system. As you focus on the training of school
leaders and managers in the rest of this chapter, we suggest that you
keep this in mind.

We have told you something now about what the principal’s
job is like and how the challenges presented by the pressure to raise
student performance are combining with other factors to cause
a worsening shortage of people who can lead our schools to high
performance. We have suggested that when facing a similar chal-
lenge to greatly improve organizational performance, American
business created the modern form of executive development pro-
gram as its chosen method for driving its survival strategies deep
into the organization. And we have used the example of the mili-
tary to show that such programs, though they may be essential, are
not sufficient. We are ready now to examine the way principals are
trained, with a view to understanding how and why that approach
to training has to be changed to meet the challenges we have

described.

The Training of School Principals Today

Most states require that people hired as principals have at least
three years of prior service as a teacher.” Seventeen states require
that the candidate pass an exam to get a state license to be a school
administrator. But many of these tests are just basic skills tests and
are generally quite easy (though not all candidates pass them).
Almost all states require that principals have a state-authorized
credential or an advanced degree in educational administration
(some states require both). The programs leading to these creden-
tials and degrees are typically offered by departments of educational
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administration in schools of education in universities. Some non-
degree programs leading to the credential are offered through pro-
fessional associations, county offices, and school district training.

Recruiting for these programs typically does not involve selec-
tion criteria related to the candidate’s potential as a school princi-
pal. Candidates are not generally interviewed. The schools offering
the programs typically make no effort to identify potential school
leaders. The result is that the pool of candidates from whom the dis-
tricts select principals is generally composed of people who may or
may not have any aptitude or desire for the job or be regarded by
their employers as suited for it. Indeed, some have a well-developed
distaste for it.

The doctoral programs offered by the universities, on the one
hand, often have little or no coherence.® In too many cases, very
little is expected of the students in these programs by way of perfor-
mance that would shed some light on their suitability as school
administrators. The state-approved credential programs, on the
other hand, are often “hyperrational.” Categories of skill or knowl-
edge are specified, means for achieving them must be documented,
procedures for supervised fieldwork must be specified and are
audited, and periodic program reviews are undertaken. Notwith-
standing all this, however, the substance of these programs is typi-
cally very thin indeed. And there is typically very little connection
between the curriculum as taught and the actual demands, condi-
tions, and problems of everyday practice.

The educational administration departments of many schools
of education at the state universities and state colleges where cre-
dential and nondoctoral work are the norm are generally regarded
as “cash cows” by the university.” That is, they are expected to pro-
duce a substantial surplus that can be used to fund programs that
the school cares more about. One consequence is that almost any-
one who meets the most minimal academic qualifications will be
admitted, and an absolute minimum of effort on the part of the stu-
dent will be accepted by the faculty to earn a grade that will enable
the candidate to obtain the necessary certificate or degree.
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In their effort to keep costs down, these schools rely heavily on
adjunct faculty. The adjunct faculty, often practicing or retired
school administrators, frequently offer anecdotes from the world of
practice that students find a refreshing antidote to the theory
expounded in their other courses, which often seem quite irrelevant
to the problems they actually face. But anecdotes from the past are
not going to prepare these students for a future shaped by the new
and much higher expectations of the accountability movement.
And they are no substitute for a carefully thought out curriculum
combining the disciplined acquisition of craft knowledge with the
conceptual underpinning that these students need.

So all in all, it is no surprise that when principals who are suc-
ceeding in leading their school to substantial gains in student
achievement are asked to identify some connection between their
capacity and the way they were initially prepared for the job,? they
are unable to do so, pointing instead to personal characteristics and
what they learned on the job and from colleagues.

The programs made available to practicing principals by the
graduate school administration programs are, on the whole, no bet-
ter than those for aspiring principals. Scattershot and lacking in
coherence, they are only rarely connected in any significant way to
the specific goals and strategies of the districts in which the princi-
pals work. We found nothing comparable to the kinds of executive
development programs common in business and the military.

In fact, the connections between the academy and the employ-
ers in the field of public education can in most cases be described as
tenuous, standing in strong contrast to the relationships between
some graduate schools of business and the modern industrial cor-
poration or the very close links between training units and opera-
tional units in the military. By and large, it is still the case in
education that the customers of the graduate schools are individu-
als, not school districts. The faculty of the graduate school of edu-
cation determines what the curriculum will be, with little or no
input from the employers of the executives being trained. If this had
continued to be the case in business, as it has in education, few
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executive development programs would have survived in the busi-
ness schools; the corporate universities would have done the job
themselves, hiring individual university professors as consultants as
needed.

There are programs that do not answer to this description.’
We know of some that have been using the case method for years
and others that work hard to make strong connections for their stu-
dents between their courses and the actual challenges of practice.
We found some graduate programs that do not rely overmuch on
adjunct faculty and some certificate programs that are paying atten-
tion to the new demands on school leaders posed by the standards
movement. There were some that were clearly valued by their stu-
dents for the knowledge and skills they provided and some that
worked hard to screen out individuals who they thought would not
profit from them.

But these are the exceptions that prove the rule. As one would
expect, some of the most effective programs can be found at a hand-
ful of elite institutions. Stanford pioneered the use of the case
method in education administration. The Harvard Graduate
School of Education, among many examples at that institution that
might be cited, makes wide use of cases it has developed as well as
cases developed by the Harvard Business School, the Kennedy
School, and other institutions. The University of Wisconsin uses
cases, simulations, and role-play to base its program in situations
that mirror the kinds of problems that practicing school adminis-
trators face every day. And programs like those at Wichita State and
the University of California at Fresno also expect their students to
get deeply involved in problems of practice and use many of the
techniques of the best executive development programs (like action
research and problem-focused curricula). Some of the most prom-
ising programs we found were in the form of collaborations between
universities and particular jurisdictions, like the collaboration
between Teachers College and Westchester County, between the
Chicago School Administrators Association and Northwestern
University, or between the San Diego Schools and San Diego State
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University. These programs involve both aspiring and practicing
principals, are generally very intensive, focus on leadership and
problem solving, and are deeply embedded in the work of particu-
lar school districts and the strategies they are using to raise student
performance. Here as elsewhere, we see the result of the insight,
drive, and charisma of a handful of leaders.

But when we looked at the most promising programs closely,
we found more often than not that they were built on too small a
scale, many had too little institutional support, and they were typ-
ically poorly funded. Virtually all suffered from lack of investment
in the development of powerful curriculum materials. None had all
the elements one would look for in a program that is likely to meet
the full scope of the challenges we have described here. And there
are far too few of them.

Why Have the Universities Failed?

Without question, there are a growing number of people in our uni-
versities and in the other organizations responsible for training the
next generation of school leaders and managers who are very much
aware of the shortcomings of the programs we have described and
eager to do something about them. We have met many of these
people and have come to admire their determination. We shall
describe some of the challenges they face and some of the policy
changes that must be made to improve their chances of success.
The question as to why the universities have, on the whole,
failed is crucial. Our universities have at least their share of people
of good will who are committed to public education and who want
to do the right thing. There are no villains here. So if that is the
case, it is likely that the problem lies in the situation in which the
schools of education find themselves, the policy environment they
face, and other incentives to which they must respond. If that is so,
the answer lies in changing that environment and those incentives.
One could argue that the current system has evolved in response to
the incentives governing the relationships among the universities,
school districts, and state departments of education, as follows.
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First, the universities are accountable to the states for approval
of their degree programs and certificate programs. To the extent
that these programs are not equipping school leaders for the world
we have described, the state shares some of the accountability.

Second, the people who sign up for these programs are full-time
teachers who are taking the courses to entitle them to an automatic
pay raise given for courses taken. It is likely that a large fraction
have no intention of becoming school principals. One could say
that they only want their ticket punched. More charitably, for many
young people who have taught for several years, this appears to be
the only viable way to stay in the profession and earn more money.
They are simply responding to the incentives they face. But the
result is that they are typically angry when the people who teach
these courses make any serious demands on them.

Third, some adjunct faculty members lower their expectations
of their graduate students in education administration programs
when those students threaten to drop the course, because the fac-
ulty members are compensated on the basis of student enrollment.

Fourth, because there are no clear quality distinctions among
programs and because these students already have full-time jobs
(and often family obligations), they tend to select the programs that
are least demanding of their time and energy. This puts pressure on
programs to lower their standards to maintain enrollment.

Fifth, given the low expectations of the students in these
courses, it turns out to be relatively easy for many universities to
hire adjunct faculty to teach the courses at very low cost.

Sixth, at the major public research universities, reduced state
support in recent years has combined with the formal incentives
and informal academic norms in these institutions to push faculty
to seek research grants and publish in journals rather than make
useful connections to school practice and practitioners that could
strengthen their teaching. This does not necessarily signal a lack of
interest in making these connections, but it has the same result.

Thus we have a situation that meets the needs of all of the
actors involved except the students who will be taught in the
schools where the graduates of these programs serve as principals.
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The tired teachers taking the courses get their automatic pay raises
for very little investment of real effort. The university makes a profit
on each person occupying a seat in the program and is not disturbed
by anyone from the state inquiring as to the quality of the profes-
sional education offered. The people running the program do not
have to go to the considerable effort and expense that would be
required to develop and teach an appropriate curriculum, to say
nothing of the expense and effort that would be required to really
connect the program with the actual practice settings that would
give it life and meaning.

There are policy measures that could be taken to address at least
some of these issues. The states could impose tough licensure stan-
dards that reflect the changed nature of the job and administer
equally tough performance assessments to the candidates. Under
current conditions, that would absolutely guarantee that the trickle
of people into the principalship would dry up completely unless the
state at the same time substantially increased principals’ salaries,
abolished school site councils, sharply curtailed the scope of teach-
ers’ bargaining rights (thus giving principals more scope to choose
their staff, reward individual faculty members, and get rid of poor
performers), and much more. You may or may not think that these
are good ideas, but they are, we think, responsive to the analysis we
just presented, and anyone who wants seriously to address the prob-
lems we have described must either entertain these ideas or come
up with others that have an equal chance of meeting the chal-
lenges. Our point here is that much of the general failure of the uni-
versities to address these challenges is attributable to the policy
environment in which they work and is not likely to change much
until that policy environment changes.

The states are slowly adopting a set of administrator licensure
standards recommended by the Council of Chief State School
Officers (those of the Interstate School Leaders Licensure Consor-
tium, or ISLLC) as well as an examination administered by the
Educational Testing Service (ETS). These are not performance
standards. They are necessarily very general, because their design-
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ers intended them apply to everyone from school principal to big-
city superintendent. It is as if the same standards applied from sec-
ond lieutenant to four-star general. No less important, they were
constructed by analyzing the job as it has long been done by expe-
rienced educational administrators, which means that they do not
reflect a determined focus on the greatly altered current environ-
ment and therefore the job description with which this chapter
began. It is therefore not surprising that although the ISLLC stan-
dards include instructional leadership, they do not feature it. Nor
are they a good guide to the kind of training that would equip the
principal to be an effective redesigner of his school to get much
higher student performance at little or no increase in cost, the heart
and soul of the new job description. Nor is the ETS exam designed
in a way that is likely to encourage the development of principals of
the sort we described in the introduction to this chapter.

There is one policy development that we do think may have
promise. The National Policy Board on Educational Administra-
tion has stimulated an effort to create for school principals an insti-
tution with a mission parallel to that of the National Board for
Professional Teaching Standards. Its role would be to create per-
formance standards for board certification of principals who are
accomplished practitioners of their profession. The existence of
such a certification program could be an incentive for many princi-
pals to participate in a demanding program designed along the lines
of the business schools’ executive development programs, if the
brief history of the National Board for Professional Teaching Stan-
dards is any guide. But that will be true only if school districts and
states provide an incentive to principals to make the investment of
time and money necessary to prepare themselves to meet the cer-
tificate standard and take the examination.

There are two other points to be made in connection with the
question as to why the universities have not done better in this
field. One has to do with money. Good business schools, like good
medical schools and good law schools, have very ample budgets.
Their budgets are ample because they can charge handsome fees.
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They can charge handsome fees because their graduates have the
potential to make very high salaries that are connected in part to
which graduate school they attended. These graduate schools honor
their applicants by admitting them to their programs, and their
graduates honor their alma maters by giving them generous gifts.
There is no such virtuous circle in educational administration.
Which graduate school you went to makes little difference as one
goes up the ladder. And there is no pot of gold there anyway. Few
school administrators of any rank make enough to have a university
building named after them. That is not likely to change.

There is an irony here. The virtuous circle for business schools
results in those schools” having the funds to make significant invest-
ments, as we have pointed out, in the development of powerful cur-
ricula for their students, which in turn enables them to provide
successful programs that get their students ever more powerful cur-
ricula. One of the more interesting trends is the development in
business schools of opportunities for candidates for the M.B.A. to
focus on the education industry. Presumably, this reflects the devel-
opment of education as a major business opportunity in the Amer-
ican economy, but it could presage major capital investments by
business schools in the development of education leaders and man-
agers of a kind that the education schools have never been able to
make. Here again, state policy and private philanthropy could put
the education schools on a more equal footing with respect to cap-
ital investment if they choose to do so.

The last reason the universities have not done what needs to be
done has to do with a choice that graduate schools of education
made many years ago. That was the choice to model themselves on
the schools of arts and sciences, not the professional schools. Grad-
uate schools of education below the top rank are often populated
with professors of education sociology who yearn to be members of
the sociology department in the school of arts and sciences and pro-
fessors of mathematics education who are not really accepted as
equals by the professors in the mathematics department of the fac-
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ulty of arts and science and have nowhere else to turn to find out
where they stand in the status hierarchy.

We are pointing to some of the deepest cultural differences
within the university. The incentives in the modern graduate
school of education to reach out to the world of practice are weaker
than they should be and weaker than they need to be, though many
individuals in these institutions are working hard to make those
connections despite the lack of formal incentives to do so. The
people who lead our universities will have to work to change those
incentives if they want to see their institutions play the role they
should be playing in educating and training our school leaders in
the years ahead.

The District-Level Lack

of Management Development Systems

Summing up, then, we can say that while the modern school dis-
trict faces much the same kind of challenge that American business
and the military faced beginning in the late 1970s, it lacks some of
the basic structures that are needed to do the job, structures that
have long been taken for granted in business and the military.

Both sectors decided that they had to make enormous changes
in strategy and culture. Both knew that the only way to drive those
changes through their organizations was by using training strategies.
But in both cases, there were certain well-developed basic infra-
structures in place that they could count on.

Among these structures is the modern system for identifying,
training, and selecting leaders and managers to make sure that there
is at all times a strong pool of candidates available, as noted earlier.
Another is the carefully defined sequence of positions that aspir-
ing senior managers have to go through that enable them to sys-
tematically develop the skills and knowledge that senior managers
need, as described earlier, and at the same time, the sequence of for-
mal courses that provide the “just in time” education, training, and
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professional development they need both to do the job they have
and to prepare them for the next step in the sequence. Military
officers typically also have access to a well-constructed mentoring
system. Such systems can also be found in the private sector —for
example, in law firms, where each partner is usually responsible for
mentoring a group of associates. Rare is the district that has any of
this in place. We know of very few school districts that come close
to having all the components of a well-designed management
development system.

[t is also true that the infrastructure for the initial preparation
of leaders and managers and for their continuing education and
training was in better shape in the business sector and in the mili-
tary than in public education. The fact that the corporate univer-
sity evolved in partnership with the university graduate schools of
business is a testament to the responsiveness of the business schools.
The corporate university, a recent innovation, might otherwise
have evolved to largely replace the university as a source of contin-
uing education and training for experienced corporate leaders and
managers. In the case of the military, the war college system is the
corporate university, and it has been both healthy and around for a
long time.

In the case of the military, the employer and the trainer are the
same organization. Just as in the business case, the employer decides
what the employee needs and either provides it in-house or buys it
from another source, often the university. In any case, the manage-
ment development system provides the standards to which the edu-
cation and training will be done. As we have noted, it is because
the standards are universal within the system that officers in charge
can reliably make plans even for people they have never met,
knowing only what their formal qualifications are, because those
qualifications incorporate universal standards. Only the ISLLC
standards are available to perform this function in education, and
we have described the shortcomings of those standards.

One’s instinct is to assume that these ills are unique to the
American education system and to look for someone or some class
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of institutions on whom to blame the problem. But the assumption
is dead wrong. The broad institutional weaknesses reported here are
endemic to elementary and secondary education systems through-
out the English-speaking world and probably beyond (see Chapter
Seven).

Starting with the People on the Job

The question is where to begin to address those weaknesses. The
normal instinct is to attend first to the initial preparation of school
leaders. There are good reasons for this. Here, as elsewhere, it makes
more sense to do the job right at the beginning than to have to pick
up the pieces later. But our judgment is that if resources are limited,
the first priority should go to addressing the problems faced by the
school leaders who are already on the job.

The case for giving initial priority to the school leaders already
on the job is much the same as the case for businesses’ giving prior-
ity to the development of their executives in the late 1980s and
early 1990s. Recall that the business world, when its competitive
position was attacked as never before from abroad, attended first
and foremost to the executives already on staff. These were the
people they had to rely on to turn the firm around. These were also
the people who, because they were already on board, were most sub-
ject to the influence of the corporation’s agenda, as opposed to the
agenda of university professors who may or may not understand and
be sympathetic to the goals and strategies of the firm.

The analogy holds. The agenda of standards-based reform that
is now driving government’s agenda for greatly raising student per-
formance is far more deeply embraced by school districts, especially
large school districts, and even more particularly big-city school dis-
tricts, than it is by the faculties of graduate schools of education.
That is hardly surprising, because school districts are under far more
pressure to implement strategies to raise student performance than
the schools of education are. Thus giving priority to strategies for
greatly improving the skills and knowledge of practicing school
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leaders—as opposed to aspiring school leaders—makes sense in
public education right now for all the same reasons that it made
sense in business in the late 1970s. They have the greatest incen-
tives to pay attention to the substance of the training. Investing in
them is the most efficient strategy, because everyone who is trained
will be employed as a school leader (indeed, they are already so
employed). And the training will pay off immediately, not years in
the future, for the same reason.

But this is no argument for ignoring the initial preparation of
school leaders. In the long run, much depends on making strong
progress in this arena. Clearly, those who have the resources, the
will, and the mandate to focus on initial preparation should do so.
But in the rest of this chapter, we will address ourselves mainly to
the preparation of those who are already on the job for the chal-
lenges they now face. We turn now to the question of design. What

should be done and how?

Examples from Abroad

In Great Britain, the challenge of training school leaders has been
accorded the highest priority of any social goal. Tony Blair, the
prime minister, has personally led a national initiative to address
the problem. To ensure that the government had access to the best
thinking about school leadership anywhere in the world, Blair
directed his staff to benchmark international practices and bring
some of the world’s leading experts on the topic to London to advise
the government. Deciding to bypass the nation’s universities, the
British government established a national quasi-governmental
agency to address the issue and has provided the agenda and oper-
ating budget to get it started, as well as a handsome capital budget
to house the operation. The government conducted a national
competition among its universities for the honor of hosting the new
institution. It is still too early to tell whether this approach will pro-
duce the results the Blair government has in mind.

The Hong Kong government, equally determined to address the
problem, has embarked on a similar course of action.
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But each of those governments operates a ministry of education
that sets education policy and controls the schools. That function,
in the United States, is performed by the states, although no state
as yet has all the functions performed by ministries of education in
other countries. States could in fact choose to create a quasi-gov-
ernmental agency to train school principals. States could create
not-for-profits to do so or fund existing organizations. Or they could
fund the development of state institutions to train incumbent
school leaders at their universities, subject to whatever criteria and
conditions they choose to impose. Or they could employ any com-
bination of these strategies that seemed appropriate.

First Principles

Whatever strategy is chosen, however, the philanthropies or gov-
ernments funding the work and setting the rules should, we believe,
be guided by certain principles.

First, the focus should be very clear: preparing school leaders to
lead and manage schools that can consistently produce steady gains
in student performance without substantial increases in school
budgets.

Second, no institution should be funded to educate and train
school leaders unless it has the same kind of relationships with
school districts that the executive development programs in most
graduate schools of business have with the major firms that supply
their students. The school districts should play a major role in deter-
mining who the candidates for training will be, what the form of
the training will be, and what the major action projects will be.
They should also be responsible for providing mentors and part of
the faculty for the training programs.

Third, any program offered should have to demonstrate that it
has carefully benchmarked best practices in education and draws
widely on the best that leadership and management training in
business and the military has to offer as well. Any such program will
have to represent a bigger investment in curriculum development
than any program of which we are currently aware.
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Fourth, no single institution or type of institution should have
a monopoly over the provision of programs that individuals or
school districts can turn to for the provision of powerful education
and training for school leaders. The standards for such educa-
tion and training should be made clear, and a healthy climate
should be established in which the principals’ professional societies
(see Chapter Ten), other nonprofit institutions, for-profit training
organizations, and universities can vie with one another for the
favors of this market. One way to establish such a market is to give
the money for the training not to the provider institutions but to
their customers, the school districts, subject to the kinds of condi-
tions spelled out here. That is basically what happens in business
and the military, which is a significant part of the reason that lead-
ership and management training is so much more powerful and rel-
evant in those sectors.

Imagine for the moment that such programs were actually avail-
able in many places in the United States. How might they be struc-
tured? What teaching strategies would work best? What sort of
curriculum might they offer?

Teaching Adults: The State of the Art

Let us look at the way a wide range of other professions go about
developing an effective curriculum for the training of leaders and
managers, as well as what has been learned from an equally wide
range of professions about the most effective ways of teaching adults
what they need to know to be effective in their profession (see
Chapter Six).

Before the late 1970s, executive education in business was
largely focused on the functions of the executive —finance and so
on—but is now focused on strategic leadership and organizational
change, mainly because the task is not to make steady improve-
ments in a stable organization but rather to cope with a rapidly
changing scene in which the prize goes to the firm that reads the sit-
uation right, sets the right goals, and comes up with a superior strat-
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egy for achieving them (an exact parallel, as we see it, to the cur-
rent situation in education). At the same time, and for the same
reasons, the content of the training is moving steadily toward ever-
greater customization to the needs of the individual firm, within the
scope of a program that has a core standard curriculum. As we
noted, it follows from this that the faculty for the training increas-
ingly includes executives from the firm as well as university aca-
demics.

Executive education has been case-based for decades, but it is
now adding to the cases the element of action learning, with con-
stant feedback to the participant. This means projects that are an
integral part of the training regime but whose topics are set by the
firm, not the faculty. And it means feedback on the work of the
project as it progresses, by both faculty and firm executives.

[t is only a slight extension of these trends to the next one —
the idea that the firm will send whole teams to be trained as a
group. Allied to this is the idea of training cohorts so that all of
those who enter a class stay together through the course of the
training and become a support group for one another then and
thereafter, within firms and across firms. This simple idea can
greatly and quickly increase the organization’s capacity to absorb,
disseminate, and implement new ideas.

Finally, there is the notion of cascading learning communities,
meaning that the people at the top of the firm combine learning
with a developing strategy for the firm as the basis for a kind of
learning community formed among themselves; each layer of man-
agement below them then does the same thing in a way appropri-
ate to the managers’ own responsibilities in the organization. The
firm, over time, develops an approach to continuous learning in
which each of these learning communities takes responsibility
for developing the agenda for the community just below it in the
hierarchy and coaching its members through that agenda— the
cascade.

In this way, the top executives in the firm develop a very effi-
cient method for driving their agenda and strategies for achieving
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their goals right straight throughout the firm, from top to bottom,
using the professional development system as the agent.

From the engineering profession we might take the idea of
developing short, modular courses, designed to be intense, orga-
nized in time blocks of various lengths. These courses are designed
to complement the core curriculum and can be taught in nontradi-
tional settings, as needed, by nontraditional instructors. Many are
intended to reflect the practical and human side of engineering. In
executive education in public education, much use is made of short
courses, but what is often lacking is the close connection to the
actual demands of the new accountability-shaped environment and
the goals and strategies of the individual districts in which these
education leaders work.

[t turns out that there is a real ferment in the forms of profes-
sional education for the ministry. Of greatest interest to us is that
after their initial training, the participants move directly into prac-
tice settings, where they access learning materials through technol-
ogy and design their learning around the work they are doing, with
support and guidance from the faculty in the seminary. They rarely
visit the campus of the institution offering the instruction; their
learning is almost entirely based in the field. Here, too, as in the
business realm, there is great interest in the development of cohort
learning communities.

There has been a revolution in medical education in recent
years, one that has many parallels to the revolution we think is
needed in the preparation of education professionals. Medical edu-
cation used to be almost completely based in the disciplines, mov-
ing to a clinical setting only after the discipline-based education
was complete. Now, increasingly, professional education in medi-
cine is driven by real problems, as presented by real cases. There are
set courses in the curriculum designed to convey core material to
the students in a standard lecture format, and these play a very
important role in the process, but a substantial part of the available
time is taken by students’ finding out what they need to know to
diagnose and address particular cases presented by actual patients.
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Here again, the cornerstone of the design is a small cohort group,
which works on cases together. There is extensive use of technol-
ogy to deliver instruction and assessments.

A lot of attention in this field has been devoted to the design of
assessment. In this case, the form that it takes is to ask the partici-
pant to respond to questions about cases, generate hypotheses and
alternative treatment plans, and respond to factual and conceptual
questions in an oral examination. There is a lot about this approach
to assessment that appears to have direct application to the educa-
tion and training of school leaders and managers.

Finally, it turns out that the emerging form of medical educa-
tion has managed to turn what could have been a big problem into
a big asset. The problem is that the sum of the cases that actually
present themselves in the problem-based part of the program do not
naturally lead to all of the disciplinary knowledge that the begin-
ning doctor ought to have, even after the students have completed
the required lecture courses. There are usually big gaps that have to
be filled in somehow before the candidate takes the medical boards.
The solution? The cohort groups figure out what they do not know
and need to know and divide up among themselves the task of
finding the answers, which they then teach to each other, with
their professors serving in the role of mentors. In so doing, the stu-
dents accommodate themselves to the notion that no initial prepa-
ration will ever give them everything they need to know and
therefore to the idea that they have to be prepared to keep learning
throughout their whole career. Most important, they are actually
required to figure out what they need to know and where and how
they can get the knowledge they need. In other words, they have to
develop a strategy for learning to learn and for doing it in the com-
pany of colleagues who have the same needs. This is a crying need
in the education and training of school leaders and managers.

In many of these fields, e-learning is combined with the disci-
pline of instructional design to produce Web-based forms of instruc-
tion, typically combined with face-to-face instruction, that both
require and merit substantial capital investment. The investment
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can be spread across many more students than would normally par-
ticipate in a conventional course.

In this way, carefully developed case studies can be presented in
text form and augmented with videos of key actors in the cases as
well as tools that can be used to analyze certain aspects of the cases,
video commentary on the cases from participants and experts, and
links to related cases, articles, and Web sites. Simulations and
action projects can also be used to engage the participants and bring
them into the world of the practicing professional in powerful ways.
Group software makes it possible for groups of participants to learn
collaboratively and for teachers and mentors to interact with their
students and mentees no matter how separated they might be in
space and time.

The e-learning world is clearly evolving very quickly in ways
that make it vital for individuals who are providing learning op-
portunities for tomorrow’s school leaders and managers to partici-
pate fully.

The High-Performance Curriculum

The points made in the preceding section have mainly to do with
pedagogy. But what about curriculum content? We focus here not
on what aspiring principals should know but on what the curricu-
lum should be for principals who have some experience, the people
on whom the district is most likely to rely to turn around perfor-

mance in its schools now.'°

The Educational Challenge

One would think that it would hardly be necessary to explain to the
modern school principal the challenge that the principal faces.
Who but the principal could be more expert on that point? But we
have come to think otherwise. The public opinion research that has
been done shows clearly that American educators have only the
haziest understanding of the ways in which the rapid globalization
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of the world economy has dramatically raised the level of academic
skills and knowledge needed to lead a life beyond the threshold of
economic struggle. Nor do they understand the extent to which
educators hold different expectations for wealthy, majority students
than they do for those from minority, low-income backgrounds and
the corrosive effects that this difference in expectations has on the
academic performance of these groups of students.

The starting point for the curriculum, we think, has to be a deep
understanding of the circumstances that have led to the expec-
tation that schools will produce greatly improved student perfor-
mance at little or no increase in cost, a realistic estimate of the
specific obstacles that stand in the way of reaching that goal, and
an acceptance of the challenge to get every student ready for col-
lege without remediation by the time she leaves high school.
Absent that understanding and acceptance, it is hardly likely that
the principals will be able to produce among the whole school com-
munity the moral commitment to the vision that will be needed to
achieve it.

Standards-Based Instructional Systems

The federal education legislation passed in the early days of 2002
(HR 1, the “No Child Left Behind Act”) makes official the com-
mitment of the nation to an educational policy based on standards-
based instructional systems. But few principals have more than a
superficial understanding of the nature of such systems or the degree
to which they hold the key to producing great improvements in
student achievement without significant increases in cost. Princi-
pals will need to understand the different kinds of standards and
assessments available, the appropriate uses of each, and the rela-
tionships among them. Similarly, they will need to understand the
structure and function of curriculum frameworks and the ways in
which curriculum and instructional materials can be analyzed for
fit with the standards. Last and most essential, they will need to
grasp the overriding importance of aligning all of the parts of the
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instructional system to make it internally coherent and consistent
and the role of the principal in making that alignment a reality.

The Principal as Strategic Thinker

But understanding the essentials of standards-based systems of
instruction will avail little if the principal does not have the skills
to think strategically about the challenges he faces and to put
together a clear and powerful strategy for addressing these chal-
lenges. Educators on the whole think tactically and operationally
but rarely strategically. That is no great handicap when tomorrow
looks much like yesterday and the challenge is simply to keep
school, but when the challenge is to reach a goal that the school
has never attempted before, the ability to think strategically may
make all the difference. Much of the best literature and best prac-
tice in this field comes not from education but from business and
the military, and the powerful curriculum that principals now need
will have to draw heavily from those arenas.

The Principal as School Designer

Organizing all of the resources of the school to produce high
achievement requires looking hard at all aspects of the life of the
school and redesigning them so that they all contribute to a power-
ful and coherent program. Not only does the instructional program
of the school have to be fully aligned, but every other aspect of the
life of the school must also be aligned with the redesigned instruc-
tional program, from the master schedule to the budget to the way
before- and after-school programs are configured.

This is what is meant by school design. All schools can be said
to have designs, in the sense that something is in place. But those
designs are rarely the result of a conscious, deliberate attempt to
conceive of how a school might function with all aspects of its pro-
gram operating in harmony with one another. Rather they are the
result of years of incremental decisions, many of them made with
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little or no consideration of the effect a new program or project
might have on the ones already in place, with the result that many
end up working at cross-purposes with one another.

So it will be very important to introduce the principal to the
essentials of school design, because it is the principal, more than
anyone else, who has to have the overall architecture of the school’s
program constantly in mind as a road map for the work ahead.
Whether the school chooses to contract with another organization
to provide a design or to come up with one itself, its leaders must
know how to recognize a good design, improve one that needs help,
and assess the adequacy of the one they already have.

The Foundations of Effective Learning

School design, including all the work needed to achieve high per-
formance, is built on the core principles of teaching, learning, and
curriculum. A deep and detailed knowledge of all of the relevant
research literature is the result of years of concentrated study, which
is well beyond the scope of any program of the sort we have in
mind. What is required here is a careful distillation of that literature
into a form in which it becomes useful to the practicing principal as
a guide to the redesign of the instructional program of her school in
the context of the framework provided by the new standards and
accountability systems. And it is clear, too, that the new curriculum
for principals will have to provide an opportunity for the partici-
pants to make these distilled principles of learning, teaching, and
curriculum their own, practicing applications in the kinds of situa-
tions they actually face.

Leadership for Excellence in Literacy and Mathematics

Principles of the kind we have been discussing are important and
valuable, but they are usually couched in a way that is independent
of the subject being taught. If the principal is to be a true instruc-
tional leader, he will have to be more conversant with the essentials
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of teaching literacy and mathematics than most principals are
today. This is, in the end, what it will mean to be in touch with and
in command of the core business of schooling. Principals will need
to be able to recognize best practices in literacy and mathematics,
to judge the quality of programs (including their own program) and
instructional materials in those subjects, and to assess the quality of
instruction in the classroom by talking with students, looking at
their work, and observing the interactions between students and
teachers. They will have to know how to align the other aspects
of the way the school functions to support their literacy and math-
ematics programs and will have to be able to provide leadership
for the development of effective literacy and mathematics pro-
grams. The analytical skills that principals need to examine and
improve their literacy and mathematics programs will be no less
valuable when they turn to the other aspects of the curriculum for
which they are responsible.

Promoting Professional Knowledge

One of the most important aspects of the new curriculum for prin-
cipals is promoting the professional knowledge and skill of the fac-
ulty. Principals will have to know how to establish a culture in
which every professional on the staff is expected to be learning all
the time, in which professional development is not simply a per-
sonal matter, episodic and random, but is seen by the faculty as the
most important tool by which they acquire the skill and knowledge
they need to implement the strategies and designs that the school
has adopted for improving student achievement. And the principal
will need to develop the skills required to design and implement a
system for organizational learning that will permit the staff, in a dis-
ciplined way, to benchmark best practices elsewhere and to learn
from their own practices in the school over time. Much of the adult
learning in the school will take place in teams that the principal
will need to establish, and the curriculum will have to include the
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skills needed to establish and supervise effective faculty teams,
as well as the skills needed to coach both individuals and teams
to ever-greater effectiveness. The principal will also have to learn
what to look for as she walks around the school and observes class-
rooms, mentoring teachers to help them become more effective in
a standards-based environment.

The Principal as Instructional Leader

Much of the knowledge and skill needed by the modern school
principal to be an effective instructional leader has already been
included in the curriculum elements described earlier. But not all.
Here the principal stands back from the trees to observe the for-
est, coming to understand how the job of the school principal in
the United States came to be disassociated from the work of teach-
ing and learning and why the same person must now make instruc-
tional leadership the heart and soul of the job. Among the topics
in this part of the curriculum are ways in which the responsibility
for instructional leadership can be shared by the principal with a
number of other faculty members, how time can be freed up from
other responsibilities for the work of instructional leadership, and
how the instructional leadership role relates to other roles of the
school principal.

The Principal as Team Builder

As we just implied, the job of leading and managing the school is
not something the principal can do alone. But most principals try
to do just that. Much depends on their capacity to do what suc-
cessful leaders and managers in other fields have worked hard at
doing—building effective teams. The curriculum here is focused on
developing the knowledge and skills needed to define the goals for
teams, recruit and select their members, and motivate and coach
them to success.
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Creating a Culture That Is Ethical, Results-Oriented,
and Professional

The principal is above all a moral leader and a builder of culture.
Culture is “the way we do things here.” Because young people are
shrewd observers of adult behavior, if the way we do things here is
not ethical, the students will see that right away, and the faculty will
lose them right away. Hence this part of the curriculum will need to
focus hard on what it means to be a moral leader and how it can be
done, as well as how one can analyze school culture and the steps a
principal can take to build a school culture that is ethical, results-
oriented, collaborative, and respectful of everyone in the school
community. Earlier we addressed the need to be results-oriented and
to create a school that nourishes the continuing growth and devel-
opment of the faculty as a community of professionals. Here, too,
the leader will fail unless he succeeds in building these goals into
the culture of the school.

The Principal as Driver of Change

There is a large literature on organizational change in general and
school change in particular. But the literature on managing change
to produce results in schools is much smaller. And that is the topic
in this part of the curriculum that we recommend. The aim is to
provide the principal with the knowledge and skills needed to lead,
design, and drive a change process calculated to lead to steady
improvement in the achievement of the students in the school.
Here the principal learns to analyze the motivations of the various
participants in the process, to identify friends and foes, and to max-
imize the former at the expense of the latter over time, moving
steadily from small wins to substantial gains. The principal should
also learn how to identify root problems and causes, gather intel-
ligence and formulate a plan on the basis of appropriate data, set
performance targets, select strategies, and develop sound imple-
mentation plans.
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Managing for Results

Here the curriculum pulls together much that has gone before to
put the emphasis on the principal’s role as the driver for results. This
last part of the curriculum begins with a focus on the crucial role of
data in the drive for results, from the careful setting of targets to the
collection, display, and analysis of implementation and outcome
data to the use of data for setting goals, monitoring progress, allo-
cating and reallocating resources, and managing the school pro-
gram. But it does not stop with data. This part of the curriculum
would return to the beginning, reemphasizing the crucial role of the
principal in providing a vision of the results worth achieving and
keeping that vision constantly in front of the school community,
allocating responsibilities to everyone involved for realizing that
vision, and holding everyone accountable for doing his part, not
excepting the principal herself. It is here that the participant would
come to understand that the principal must be the keeper of the
flame, the person whose eyes are never off the results that are
desired and the results actually achieved.

This curriculum design emerged from our analysis of the role
the principal must play in a standards-based system focused on get-
ting all students ready for college without remediation, on the one
hand, and from our reading of the literature on leadership and man-
agement in the fields of business (see Chapter Four), the military,
and education, on the other hand. We offer it for consideration by
anyone who wishes to build a modern and relevant program for the
training and development of school principals. It is the design that
we are using to build the curriculum for the National Institute for

School Leadership (see Appendix A).

Reprise

We return here to the question with which we began: Why would
anyone want this job? The reason, of course, why good people seek
this job and stay in it, despite all the problems we have catalogued,
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is that, as Jerry Murphy has observed, it always has the potential for
being one of the most rewarding jobs on the planet. Few jobs, in
fact, provide such great opportunities for exhilaration, learning, per-
sonal growth, and the richness of spirit that comes from helping
others.

Notwithstanding all the obstacles, we have known principals of
schools serving mostly students from low-income families who have
led their schools from despair to hope, from 5 percent of their stu-
dents meeting state literacy standards to 60 percent meeting those
standards in just two years. Those principals do not have to go to
bed at night wondering whether they have made a difference. They
know that students who leave elementary school not reading well
account for the overwhelming majority of young people who drop
out of school, use drugs, commit crimes, and end up in prison again
and again. They know that they have made it possible for the chil-
dren in their care to turn an enormous corner, to reach for the stars,
to succeed.

Not all schools are in such dire shape, and not every case of
improvement is quite so dramatic. But much now depends on the
creation of a whole generation of what business calls “turnaround
artists,” people who can walk into their own school or another
school and work with its faculty, students, parents, and community
to turn it around, make it sing, and enable all of its students to suc-
ceed at levels few thought possible before. If the standards and
accountability movement succeeds, it will be because the United
States has figured out how to make it possible for its school leaders
and managers to get the job done.

Notes

1. There are many books that tell this tale well. One that we
particularly like, by Gary Jacobson and John Hillkirk, Xerox:
American Samurai (Old Tappan, N.J.: Macmillan, 1986),
describes the challenge that Xerox faced and how its leader-
ship decided to respond to it.
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2. This account of the rise of the modern executive develop-
ment program is based on conversations with faculty mem-
bers and administrators at the graduate schools of business at
Harvard University, Stanford University, and Dartmouth
College.

3. An associate dean at Harvard Business School told us that
the school typically invests $800,000 in the development of
a course for its M.B.A. program and an additional $1 million
to convert the course into a form suitable for Web-based
delivery. This is exclusive of the cost of the salaries of the
professors involved. Most of the costs of the development
process cover the time of the professional case developers. It
is important, of course, to keep the relative sizes of the
respective enterprises in mind as we compare the invest-
ments made by business schools in executive education to
those made by graduate schools of education. The average
size of the Fortune 500 firms is more than thirty times that of
the five hundred largest school districts, and the research
and development budgets of the largest firms are often as
large as the entire budgets of comparably ranked school dis-
tricts. Still, what we are describing is a sea change in the
structure of business schools in response to the challenges
business faced in the 1980s, compared to very modest
changes made to help American schools and districts face
the leadership challenges of the 1990s.

4. We are indebted to two former provosts and one incumbent
provost of the National War College at Washington, D.C.,
who spent hours introducing us to the military’s approach to
executive development. One of these men, Robert Hughes,
is the coauthor of Chapter Five.

5. Our description of how one gets to be a principal and of the
training that principals receive is drawn from many sources,
including Chapters Eight and Nine.

6. This lack of coherence appears to be a distinguishing char-
acteristic of most programs. In our interviews, we asked the
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respondents to nominate programs that they believed to be
the best school administrator preparation programs in the
nation, which we then visited. The one most nominated
was taught by a half dozen professors from the distinguished
school of education in which it resided, as a series of short
courses in an intensive summer session. When we asked the
director of the program how the topics to be taught were
chosen, he responded, after considering the question as if for
the first time, “The topics are chosen by the professors who
agree to participate. They can teach whatever they like.” It
was enough for him, evidently, that these well-known pro-
fessors had agreed to participate in the program.

. This description, and much of what follows, is based on

extensive interviews with principals and with deans of grad-
uate schools of education. A dean of the graduate school of
education of one of America’s most prestigious universities
concluded our interview by verifying our conclusions and
warning us against expecting any changes in the conditions
portrayed here for the foreseeable future.

. As we did in all our focus groups with principals.
. Some of these programs are described in Chapters Eight and

Nine. We identified others in the course of our research.
The ideas for curriculum presented here draw heavily on the
work of Peter Hill, Tom Sobol, and Marie Eiter, the authors
of Chapters Two, Three, and Four, respectively, and on the
deliberations of the members of the National Advisory
Committee of the National Institute for School Leadership
(NISL), whose names appear in Appendix B. The curricu-
lum described here is the curriculum currently offered by
NISL to the jurisdictions with which it works.



Part One

Roles of the Principal






Chapter Two

What Principals Need to Know
About Teaching and Learning

Peter W. Hill

[t is a truism that teaching and learning are the core business of
schools and the functions that distinguish education from other
fields of endeavor. What is less evident, at least to “outsiders,” is
the fact that few school principals have deep and up-to-date
knowledge about teaching and learning. Indeed, knowledge
about the core business of schooling is typically not considered
in the appointment of new principals.

Why is this so? The answer is complex and requires an under-
standing of how schools have developed over time.

A Brief History of Instructional Leadership

When schools were first established, the principal was expected
to be the local expert on teaching and learning. Indeed, the princi-
pal was the head teacher, responsible for a large class of students
and for the supervision and training of one or more junior or pupil
teachers. In many parts of the world, including some European
countries, this concept of the school leader as the head teacher per-
sists to this day.

At the beginning of the twentieth century, as Taylorism and
modern factory methods of mass production began to permeate
the economies of advanced nations, schools became larger, and
a separation emerged between the role of teacher and school ad-
ministrator, with the latter focusing increasingly on manage-
ment and administration. This industrial approach to the role of

43
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the principal was reinforced and shaped by prevailing views of the
nature of teaching and learning based primarily on models of learn-
ing developed in the field of behavioral psychology.

[t was also reinforced by real advances in ensuring that all
teachers were fully trained and certified and also by the growing
strength of teacher unions, which resisted intrusions into the pro-
fessional work of teachers. It became convenient to assume that
teachers, once fully trained, were by definition effective educators
and remained so throughout their career. Any intervention by the
principal to improve the quality of teaching in the classroom was
viewed as an attack on the teachers’ professional autonomy and a
questioning of their competence. Principals were expected to deal
with blatantly obvious cases of incompetence as disciplinary mat-
ters. Professional development was to be encouraged by the prin-
cipal but was viewed primarily as a matter of individual teacher
discretion. The principal had only a minimal role in improving the
quality of teaching and learning, basically that of facilitator and
encourager.

As a consequence, educational administration courses ne-
glected serious consideration of content related to teaching and
learning. Because principals are universally recruited from the teach-
ing profession, it was assumed that they already knew enough about
teaching and learning to do their jobs effectively. In reality, this
knowledge was often tacit or dated, based on increasingly distant
memories of a former life in the classroom, and uninformed by new
conceptions of teaching and learning.

In the United States, the separation between teaching and
school administration that arose during the first part of the twenti-
eth century was deep and enduring, so that to this day there is often
little overlap between the roles performed by teachers and princi-
pals. A more serious problem is that there is little shared knowledge
of the two roles. As Murphy (1999b) recently expressed it, educa-
tional administration in the United States has remarkably little to
do with education, and schools are run by leaders who know very
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little about the core business of schooling and devote remarkably
little time to its core technology.

Worse still, this separation is reciprocal in that the teaching
profession has almost no understanding of school organization and
how it relates to school effectiveness. Murphy notes that “organiza-
tionally clueless teachers and educationally uninformed adminis-
trators provide a poor foundation for school success” (1999a, p. 5).

Historically, moves to reconnect principals to the core business
of schools can be dated to the late 1970s and the shift from a focus
on inputs and processes to a focus on improving student learning
outcomes. This shift was given a particular impetus by the findings
of research into effective schools and also by attempts in the early
1980s to conceptualize and promote the view of the principal as an
instructional leader. Qualitative research undertaken during the late
1970s highlighted the importance of strong leadership in effective
schools, and these findings were seized upon by school reformers.
According to Hallinger (1992, p. 37), “By the mid 1980s, virtually
every state boasted a substantial in-service effort aimed at develop-
ing the instructional leadership of principals. School administrators
were deluged with a ‘new orthodoxy’ that reflected an effective
schools perspective on leadership.”

The new instructional leadership orthodoxy implied that prin-
cipals should possess very specific knowledge related to teaching
and learning, knowledge based on the characteristics of effective
schools. This knowledge was then expected to reform their mana-
gerial behavior into an instructionally oriented role.

The instructional leadership movement was very much an
American phenomenon and did not persist long. It soon became
apparent that the findings of effective schools research could not be
used as a recipe for school improvement. The research might have
accurately described what “good” schools looked like, but it did not
provide many insights into how ordinary or failing schools became
good schools. Cuban (1984, p. 132) made the astute comment that
“none of the richly detailed descriptions of high performers can
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serve as a blueprint for teachers, principals, or superintendents who
seek to improve academic achievement.”

Perhaps more significant, not enough attention was given to
effective ways of promoting professional learning among principals.

As Hallinger (1992, p. 39) points out:

e Relatively few resources were actually allocated for coaching

and on-site assistance.

e Principals frequently returned from training centers to work
contexts that made it hard for them to exercise instructional
leadership (often to a context in which increasing demands on
the principal to perform other roles meant that there was even

less time to exercise instructional leadership).

e Principals were not provided with technical assistance, adjust-
ments of role expectations, or policies designed to support the

use of new knowledge about instructional leadership.

Finally, Hallinger notes that in response to broader changes that
were taking place in the economy and in society, the emphasis
shifted to the role of the principal as a “change agent” or “transfor-
mational leader,” reflecting the imperative for schools to respond to
ongoing and rapid change in the external environment. Principals
were urged to look to business for powerful models of effective lead-
ership, and the writings of management experts were given much
prominence.

The concept of “transformational leadership” was promoted in
the education context by writers such as Leithwood, Begley, and
Cousins (1990), who argued that the notions implied by instruc-
tional leadership conveyed only one part of the dynamic and com-
plex role that the modern principal had to perform. Thus, to quote
Hallinger (1992, p. 39), “just when the image of the instructional
leader gained professional currency, it began to be questioned.” And
so the emphasis shifted away from specific knowledge related to
teaching and learning to a more general body of knowledge con-
cerning the principal’s role in leading and managing change.
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In English-speaking countries such as the United Kingdom,
Canada, Australia, and New Zealand, the notion of instructional
leadership received little attention during the mid-1980s. There
were, however, other developments with important implications for
the knowledge required by principals. Successive governments pro-
moted school reform through a process of simultaneously devolving
operational responsibility to the school site level and encouraging
parental choice within centralized frameworks and policies govern-
ing curriculum, standards, and accountability for learning (Cald-
well, 1994; Caldwell and Spinks, 1998).

The thrust toward self-management in these countries had
major implications for the role of school leaders but tended to rein-
force an emphasis on knowledge to support generic management
and leadership capabilities. The critical knowledge required by
principals in systems that devolved substantial responsibility to the
school level concerned goal setting, planning, budgeting, finan-
cial resource management, human resource management and
development, the development of information systems, marketing,
community and external relations, and compliance with public
accountability requirements.

Whitty, Halpin, and Power (1998) claim that there is now clear
evidence that these policies shifted energy, funds, and focus away
from teaching and learning. This is apparent in various recent
attempts to redefine the principal’s role in the context of increased
devolution of responsibility to schools. For example, the state edu-
cation system of Victoria, Australia, recently commissioned the
Hay Group, international management consultants, to develop a
set of competencies or capabilities for school leaders. This parallels
the British government’s commissioning of Hay/McBer to develop
a framework for describing effective teachers. The capabilities iden-
tified by the Hay Group as required by school principals in the Vic-
torian initiative are set out in Exhibit 2.1.

The Hay Group concluded that of these thirteen capabilities,
all but two (“maximizing school capability” and “big-picture think-
ing”) are also required by leading teachers in schools, indicating the
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Exhibit 2.1. Capabilities Required by Principals.

Driving School Improvement Building Commitment

Passion for teaching and learning Contextual know-how
Taking initiative Management of self
Achievement focus Influencing others

Delivering Through People Creating an Educational Vision
Leading the school community Analytical thinking

Holding people accountable Big-picture thinking
Supporting others Gathering information

Maximizing school capability

Source: Hay/McBer, Victoria, Australia.

generic nature of the capabilities identified by the authors and per-
haps also the distributed nature of leadership in schools. More
significant, the list of capabilities identified in Exhibit 2.1 is char-
acterized by an emphasis on generic qualities required by knowledge
workers in almost any service setting and does little to suggest the
importance of specific knowledge about teaching and learning
for principals. Of course, it can be argued that while each of the
characteristics is stated in a generic way, they all imply specific
kinds of knowledge in the school context, but that knowledge is
assumed knowledge rather than explicitly stated knowledge. Al-
ternatively, it could be assumed that not much educational knowl-
edge is needed.

In conclusion, in a number of English-speaking countries, the
role of principals has changed significantly in recent years. But the
direction of the changes has invariably been to cast principals as
leaders who are less, rather than more, connected to and knowl-
edgeable about teaching and learning.

More recently, a further change of direction is becoming ap-
parent as new and powerful forces have emerged that do indeed
require principals to refocus on the core business of schools and to
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have a highly structured and very deep knowledge of teaching and
learning.

First, across all systems, there has been an unrelenting focus on
holding schools accountable for student learning outcomes through
ongoing monitoring of achievement linked to explicit standards
and performance targets (Marsh, 1999). Particularly in schools serv-
ing poor and minority students, these pressures have tended to
cause principals to focus more on the bottom line and to seek to
learn why some schools are successful in ensuring that most stu-
dents attain high standards while all too many do not.

Second, following the disappointing results of earlier process-
based, content-free improvement and reform initiatives, there has
been a growing interest in deliberate, comprehensive, research-
based approaches to designing schools that are effective in improv-
ing learning outcomes for their students. Sergiovanni (2000, p. 73)
describes this as a “change away from a pretentious objective sci-
ence preoccupied with effective and efficient means to change
schools, teachers, and others . . . to a design field.” He quotes the
systems theorist Simon (1996) in support of the notion that educa-
tion, like health, law, engineering, and architecture, is centrally
concerned with the process of design. Reform by design means iden-
tifying all of the critical elements of schools and of school systems,
working out what needs to change in order for them to operate
effectively and in alignment with all the other elements, and then
redesigning them accordingly.

In the United States, many model designs have adopted a com-
prehensive, whole-school approach to improving learning out-
comes. Prominent among these are the nine designs promoted
initially by the New American Schools Development Corpora-
tion (now known as New American Schools; Stringfield, Ross,
and Smith, 1996). The implementation of comprehensive school
designs calls for principals who possess considerable knowledge
of teaching and learning, since such designs typically focus on
leveraging change in the classroom. They require leaders with the
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capacity to integrate each of the elements of a design in ways that
generate alignment and synergy of structures and processes in sup-
port of effective classroom teaching.

In addition to design approaches to improvement, which have
typically been implemented in individual schools rather than across
whole systems of schools, large-scale reform initiatives have been
mounted in recent years that have a strong focus on teaching and
learning. Fullan (2000) gives three examples that have been par-
ticularly impressive in scope: the reform initiatives of District 2 in
New York City, the Chicago school system reforms, and the British
National Literacy Strategy and National Numeracy Strategy. Ful-
lan cites an evaluation by Elmore and Burney (1998) of the decade
of reform work undertaken in District 2. Significantly, the authors
concluded that principals are the key actors in instructional im-
provement and that common work among principals and teachers
across schools is a source of powerful norms about systemwide
instructional improvement as it assists in breaking down the isola-
tion of principals and teachers.

While the adoption of model designs and large-scale reform ini-
tiatives can serve to reconnect principals with teaching and learn-
ing, a third and more powerful set of forces is also beginning to
refocus the role of the principal on the core business. These forces
arise from a growing awareness of the significance for schooling of
the emergence of the new knowledge society (Leadbeater, 1999;
Senge, 1996). Economic globalization and the information and
communications technology revolution have led to far-reaching
changes in the economy and in society generally. These changes are
leading inexorably to a reconceptualization of the goals and nature
of public schooling.

At this stage, the transformation is in its early stages, but it is
nonetheless apparent that conceptions of teaching and learning in
schools will change radically as educators internalize the require-
ment to educate all students to high standards and to be flexible,
lifelong learners. The implications for the knowledge base of prin-
cipals are potentially dramatic, for principals must be the leaders of
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efforts to introduce new conceptions of teaching and learning in
schools.

To summarize this brief history, the need for principals to have
a detailed knowledge of teaching and learning has changed
significantly over the past century. There has never been wide-
spread acceptance of the view that principals need no knowledge
about teaching and learning or that administrators can be recruited
from outside the ranks of the teaching profession. Nonetheless, the
extent of the disconnection of the role of the principal from the
core business activities of teaching and learning during most of
the past century has been profound.

On the one hand, over the past twenty-five years, the emphasis
on accountability for student learning outcomes and the findings
from effective schools research highlighting the importance of the
instructional leadership role of principals have served to place a
greater premium on principals’ knowledge about teaching and
learning. On the other hand, the growing complexity of the princi-
pal’s role has meant that little serious attention has been given to
explicating or instilling the required knowledge base. Over the past
decade, new imperatives for in-depth principal knowledge about
teaching and learning have arisen as a result of internal pressures
generated by design-based approaches to improvement and exter-
nal pressures generated as a consequence of the emergence of the
knowledge society.

The Research Base on Instructional Leadership

What is the research evidence regarding the role of the principal in
promoting teaching and learning? The short answer is that the
research literature provides little guidance in reconnecting princi-
pals to the core business of schooling. Heck, Larsen, and Marcou-
lides (1990, p. 95) summarized the situation accurately when they
made the following observation: “In fact, researchers have not
really identified what instructional leadership is, nor have they pro-
vided empirical evidence to suggest that principals who increase the
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amount of time they devote to instructional leadership will cause
higher academic performance in their schools.”

Conclusions regarding the role of principals in promoting
teaching and learning range from hugely optimistic assessments to
virtually no impact at all. For example, educational leadership has
been the most consistently cited characteristic of effective schools
in the research literature on school effectiveness and improvement,
particularly the American research literature (Levine and Lezotte,
1990). This is especially true of qualitative case studies that have
investigated the organizational characteristics of schools that are
evidently performing much better than others with which they
might legitimately be compared, taking into account their student
intakes (known as “effective schools research”). Influential studies
such as those of Brookover and Lezotte (1977), Edmonds (1979),
and Rutter, Maughan, Mortimer, Ouston, and Smith (1979) con-
cluded that effective schools are characterized by leadership
directed at securing a set of agreed goals, increasing the competence
and involvement of staff, establishing clear roles and expectations
of staff, and developing a school ethos or climate that is supportive
of and oriented toward teaching and learning.

Following on from these studies, the concept of instructional
leadership emerged in the field of educational administration in the
early 1980s. The Hallinger and Murphy (1985) framework for con-
ceptualizing the principal’s role in instructional management (see
also Greenfield, 1987) identifies three dimensions:

¢ Defining the school’s mission
¢ Managing the instructional program

e Promoting a positive school climate

These three dimensions flow directly from the earlier findings of the
research into school effectiveness. Other writers have proposed
variations on this basic conceptualization. Weber (1989) identified
five main functions of instructional leadership: defining school mis-
sion, promoting a positive learning climate, observing and giving
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feedback to teachers, managing curriculum and instruction, and
assessing the instructional program. Murphy’s framework (1990)
comprises four dimensions: developing mission and goals, manag-
ing the educational production function, promoting an academic
environment based on positive expectations and standards, and
developing a supportive environment.

A rather different conceptualization of instructional leadership
was developed by Scheerens and Bosker (1997) as part of their
empirical research into educational effectiveness. They conceive of
instructional leadership as one of two aspects of educational lead-
ership, the other being general leadership skills. Their definition of
instructional leadership has five components:

e Time devoted to educational versus administrative tasks

The head teacher as a metacontroller of classroom processes

The head teacher as a quality controller of classroom teachers

The head teacher as a facilitator of work-oriented teams

The head teacher as an initiator and facilitator of staff profes-
sionalization

How valid and robust are the findings from effective schools
research and the various conceptualizations of instructional leader-
ship? Qualitative studies of effective schools have been unanimous
in pointing to the importance of the instructional leadership role of
the principal. However, this conclusion has not emerged from
quantitative studies into the characteristics of schools in which stu-
dents make greater progress than expected given their intakes
(“school effectiveness research”). In a meta-analysis of international
and Dutch research, Bosker and Witziers (1996; Witziers and
Bosker, 1997) estimated the overall effect of school leadership on
student learning outcomes as 0.05 of a standard deviation, an
extremely small even if statistically significant effect. Hallinger and
Heck (1998), in their review of research from 1980 to 1995 into the
principal’s contribution to school effectiveness, concluded that
there was little evidence of a direct effect of leadership on student
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learning, although they found some evidence of indirect effects.
Specifically, when leadership was conceptualized as mediated by
intervening (teacher or classroom) variables and affected by ante-
cedent variables, a small but nonetheless consistent and statistically
significant positive effect of leadership on student learning out-
comes was observed.

Hallinger and Heck (1998) go on to refer to weaknesses in
terms of conceptualization and methods of analysis in the research
literature and in particular a failure to recognize the multilevel
nature of questions concerning the impact of leadership. In other
words, they imply that principals really do have a substantial impact
on teaching and learning but that so far researchers have been
unable to measure it. Another conclusion one could draw is that
most principals really don’t exert much impact on student outcomes
because they remain disconnected from the core business of school-
ing and devote very little time to improving teaching and learning.

Knowledge About Teaching and Learning

Teachers and principals, as noted earlier, have always possessed con-
siderable craft knowledge about teaching and learning. But this
knowledge is often “intuitive,” in the sense that it is frequently
uninformed by theoretical knowledge, and “unscientific,” in the
sense that it is not guided by evidence regarding effective practice.
To a large extent, this reflects the fact that the educational research
literature is massive, fragmented, and frequently contradictory, with
many studies that can be cited to support opposing conclusions. In
addition, much of the literature could be described as esoteric and
does not lead to obvious implications for teaching and learning in
schools.

Opver the past decade or more, powerful new methods of sum-
marizing many thousands of studies have been applied to the liter-
ature on teaching and learning in a search for more dependable
knowledge on which to base school improvement and reform.
For example, several quantitative meta-analyses on school and in-
structional effectiveness have been carried out (see especially Fraser,
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1989), and as a result, there is now a much clearer understanding
of the factors that are consistently associated with effective learn-
ing in schools. In one such study, Scheerens and Bosker, (1997,
p. 223) conclude on the basis of meta-analyses of findings and best-
evidence syntheses that the basic factors are these:

Time on task

Closeness of content covered to assessment instrument

A structured approach: specific objectives, frequent assess-
ment, corrective feedback

Types of adaptive instruction that can be managed by teachers

Hill and Crévola (1999) argue, on the basis of the same evi-
dence, that the literature on effectiveness supports just three factors
that closely resemble the four factors of Scheerens and Bosker,
namely:

e High expectations of student achievement
¢ Engaged learning time

¢ Focused teaching

The importance of high expectations and a belief in the capac-
ity of all students to perform to high academic standards, given suf-
ficient time and support, needs little comment. It has become a key
principle of the standards movement in education. Time on task is
also a well-established concept. One of the most obvious yet pro-
found facts about learning is that it takes time, and individuals need
different amounts of time to learn the same things. This essential
truth was recognized long ago by Carroll (1963), who proposed a
model of school learning in which time is the integrating con-
cept. Considering these two factors together implies that in schools,
standards should be held constant while time (and support) should
be allowed to vary. All too frequently in schools, the reverse hap-
pens: the time and support to learn a task are held constant and the
standards are allowed to vary.
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The third factor, focused teaching, means ensuring that the pur-
pose of instruction is clear and that the complexity of the task is
matched to the needs of the learner. Learning is maximized when
a “more knowing other” (such as the teacher) is able to struc-
ture learning so that the difficulty of the task is aligned with the
individual needs of the learner. The teacher’s role, to use Bruner’s
metaphor, is to “scaffold” the learning of the new task, revealing
to the learner how to move from what he or she can currently do
with assistance to being able to function independently (Wood,
Bruner, and Ross, 1976). Vygotsky (1978) referred to this critical
zone in which learning can be facilitated as the “zone of proximal
development.”

Focused teaching is very commonly observed in interactions
between parents and children and is in fact a basic method of
human learning. It is also commonly observed in one-on-one situ-
ations such as sports coaching or teaching a musical instrument. But
as study after study has confirmed, it is uncommon in classrooms.
The notion of focused teaching has far-reaching implications for
schools and for school principals. The lack of focused teaching is
the main reason why so many students fail to make progress. Con-
versely, the application of focused teaching is a critical ingredient
in bringing about accelerated learning (along with high expecta-
tions and engaged learning time).

Focused teaching in schools implies constantly monitoring each
student to establish starting points for instruction and to match
instruction to the student’s current ability. It also implies clarity
about the purposes of instruction. Finally, it implies that school and
classroom organization and teaching strategies employed in class-
rooms must be capable of responding to the wide range of student
abilities found in typical classrooms.

Reviews of the research literature have also begun to make
sense of the results of many thousands of studies relevant to specific
educational outcomes. Probably the most thoroughly researched
area in education relates to early literacy instruction. Early literacy
is an issue of enormous significance because it is fundamental to
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successful lifelong learning. In recent years, some highly influential
reviews of the research literature have been undertaken by panels
of experts with the express purpose of informing policy decisions as
to the kinds of reading programs that governments might fund and
schools should adopt. The report by Snow, Burns, and Grifin
(1998) on preventing reading difficulties in young children and the
Langenberg (2000) report on teaching children to read illustrate a
new trend by legislators in the United States to require that funds
in education be used to support the adoption of “scientifically
based” programs. The findings of these reports are clearly of great
significance for principals of elementary schools because they not
only provide a distillation of research evidence regarding early lit-
eracy teaching but also determine the kinds of programs that get
funded.

Research syntheses and meta-analyses of research are inevitably
backward-looking and constrained by the kinds of studies under-
taken in the past. Principals also need to be aware of emerging
understandings. Russell (2000) has characterized new thinking
about teaching and learning as focusing on three sets of interacting
characteristics, strategies, and skills that students need to help to
develop when they are provided with formal instruction:

¢ Thinking and learning
e Motivation and engagement
e Self-regulation and autonomy
For each set, Russell identifies some overall conclusions that

can be drawn from recent research. She reaches the following
conclusions:

Thinking and Learning
e Good learners seek depth of understanding and meaning-
fulness.

e They have strategies, skills, styles, and attributes that enable
the achievement of understanding and productive manipula-
tion of ideas.
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They have a cultural and strategic knowledge base.

They are conscious of and reflect on their own learning and
thinking.

Motivation and Engagement

Good learners have learning goals, expectations, and feel-
ings that enhance involvement in and quality of thinking and
learning.

Self-Regulation and Control

Good learners determine, regulate, and control their own be-
havior in the service of learning.

In summarizing the supporting literature, Russell (2000) ob-
serves that a major conclusion to be drawn from recent research is
that learning can no longer be viewed as “cold” cognitive func-
tioning or conceptual change. It must be seen as a dynamic process
involving the whole human being—both will and skill are evi-
dent in the active, self-regulated functioning of the good student.
She quotes the following description by Paris and Byrnes (1989,
pp- 192-193) to capture new conceptions of effective learners:

They know how to make effective plans before engaging in a task,
they know how to monitor their own performance, and they know
how to review and correct their work. They understand task-specific
rules and generalizable heuristics. They know when to transfer
strategies and when to seek help. The cognitive and metacognitive
skills that they possess enable them to master new and challenging
tasks in school. At the same time, these students have positive per-
ceptions of their own competence. They see themselves as the
agents of their own learning who have control over the choice of
strategies and volition to achieve their intended goals. They are
optimistic learners in the goals they set and in their attributions of
success to their own efforts and investment of energy in appropriate

tactics. They are task-involved and derive a sense of satisfaction and
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pride from their own efforts and mastery judged against their per-
sonal standards rather than social comparison. Self-regulation is thus

enabling and empowering for continued learning.

This description points to an important and rapidly growing knowl-
edge base that is critical to emerging conceptions of education in
the knowledge society and has important implications for the role
of principals as they seek to create schools that will be successful in
adapting to this new world.

What Principals Need to Know

How should the relationship between the school principal and the
improvement of teaching and learning be conceived, and what is
the knowledge base that needs to inform that relationship? In view
of the failure of empirical studies to establish strong evidence of
direct effects, it is inevitable that answering this question involves
a considerable amount of forward projection of current knowledge.
The question can also be approached, however, through a process
of backward mapping, as will be explained in more detail.

Taking a holistic view of the work of school principals, it is use-
ful to distinguish between the roles they perform, the qualities that
they need to perform those roles, and the knowledge implied by
those roles. In the literature, there is a fairly broad consensus that
the school principal must both lead and manage and that leader-
ship and management are complementary processes. Fullan (1991,
p. 158) argues that “both sets of characteristics are essential and
must be blended or otherwise attended to within the same person
or team” and that “successful principals and other organizational
heads do both functions simultaneously and iteratively.” With this
in mind and synthesizing the categorizations of a large number of
writers such as Kotter (1990), who have come to broadly similar
conclusions, it is suggested that the three most important roles of
principals are as follows:
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¢ [cading and managing change
¢ Motivating and managing people

¢ Designing and aligning systems, processes, and resources

Leading and Managing Change

A prime task of principals is to exercise leadership of the kind that
results in a shared vision of the directions to be pursued by the
school and to manage change in ways that ensure that the school is
successful in realizing the vision. In a world of increasingly rapid
change, what is the terra firma on which a robust concept of the
principal as a leader and manager of change can be built? Mur-
phy (1999a) has proposed, in a tour de force review of the state of
educational leadership, that the profession should adopt school
improvement as its center of gravity and education as its founda-
tions in a reconceptualization that places a premium on applied
(as opposed to practical or theoretical) knowledge. He cites Evans
(1991), Foster (1988), and Sergiovanni (1993) in support of the
notion that placing school improvement at the center of the pro-
fession ensures that the job of the principal is pedagogically and
educationally grounded and tied directly to the core business of
schooling.

Following Murphy, it is suggested that the principal’s role as
a leader and manager of change be conceptualized as one of lead-
ing and managing school improvement. In this way, the core role
becomes one of improving student learning outcomes by improving
the quality of teaching and learning within the school. Such a con-
ceptualization of the principal’s role immediately privileges theo-
retical knowledge of the learning process and practical knowledge
of the conditions under which students learn in the school setting.
It also privileges applied knowledge of educational change and
school improvement, drawing on theoretical and practical knowl-
edge of teaching and learning in school settings. In brief, it empha-
sizes the role of the principal as a knowledge manager with respect
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to the core business of the school— teaching and learning—in a
context of change and the ongoing imperative for improvement.

Motivating and Managing People

There is overwhelming evidence from the literature on school effec-
tiveness and improvement regarding the significance of the princi-
pal in establishing a school culture that promotes and values
learning and that embodies realistic but high expectations of all stu-
dents and teachers. To the extent that principals have an impact on
student learning, this impact is largely mediated through teachers
and classroom teaching. Thus beyond the generic issues involved
in motivating and managing people are the more specific issues
involved in working with and through teachers to bring about
improvement in the quality of teaching and learning as measured
by improvement in student learning outcomes.

This focuses attention on the importance of the role of the prin-
cipal in promoting organizational learning or learning within the
specific context of the school and its school improvement agenda.
While the school and teams in the school provide the contexts in
which organizational learning occur, learning, knowledge, and
changes in beliefs, understandings, and classroom practices must
take place within each and every individual. This implies opportu-
nities that extend well beyond traditional models of and approaches
to professional development and in-service training. Effective pro-
fessional learning involves intensive, sustained, theoretically based
yet practically situated learning, with opportunities to observe good
practices, to be involved in coaching and mentoring processes, and
to take time for reflection (Fullan, 1993; Hargreaves and Fullan,
1992).

At the same time, as a manager of people, the principal’s role
must be to ensure that the circle of accountability is complete and
that investment in the learning of individual members of staff is
reflected in improvement in student learning outcomes. This needs
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to be reflected in systems of staff appraisal and ongoing processes for
evaluating programs and monitoring the performance of the school.

In terms of a knowledge base, the foregoing implies that prin-
cipals require general knowledge about human resource develop-
ment and organizational learning and particular knowledge of the
sources of professional satisfaction among teachers as they succeed
in realizing the educational vision of the school. The latter includes
both theoretical and practical knowledge of what it means to bring
about standards-based improvement in school learning that simul-
taneously enhances the motivation of staff and their competence
and capacity to engage in a process of ongoing development and
improvement.

Designing and Aligning Systems, Processes, and Resources

A key role of the principal is to ensure that each of the elements
that contribute to improved student learning outcomes is present,
working effectively, and aligned with all other elements. The prin-
cipal is thus, as it were, the chief architect of the school, the one
who has the overview of systems, processes, and resources and how
they combine to produce intended student learning outcomes.
This implies that the principal is able to articulate the sig-
nificance of all key elements, to justify their design and configura-
tion, and to be in a position to make judgments regarding the
operational effectiveness of each element and of the total impact of
all of the elements as they function in combination. When out-
comes are not being realized or when evidence accumulates that
particular elements are not working effectively, the principal is
responsible for ensuring that the redesign work is carried out. This
could mean minor readjustments but in cases of endemic failure to
reach required standards is more likely to involve transforming the
whole ecology of the school in order to obtain the desired result.
As Wilson and Daviss (1994, p. 22) explain, “The redesign pro-
cess is the integration of research, development, dissemination,
and refinement by which innovations and the procedures that cre-
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ate them are originated, improved, and made affordable. . . . The
redesign process is an institutionalized method of strategic, systemic
change that works unceasingly to enact a vision of excellence as
well as to redefine excellence itself when changing conditions make
it necessary.” In other words, the redesign process embodies a phi-
losophy about ongoing quality assurance and its role in bringing
about improvement.

Most leadership programs for school leaders pay significant
attention to the role of the principal in leading and managing
change and in motivating and managing people, often drawing
from the wider pool of knowledge and experience in preparing lead-
ers of government, business, and industry. As a consequence, prin-
cipals are often quite knowledgeable about these roles. When it
comes to designing and aligning systems, processes, and resources,
most leadership programs tend to focus on aligning resources to pri-
orities and in establishing systems for managing resources, especially
financial and staff resources, but give little attention to the notion
of educational design and the redesign process. This reflects the fact
that attention to design is a relatively recent phenomenon and that
systematic knowledge about comprehensive approaches to design-
ing educational environments is not widely shared.

A Design Template for Improving Learning Outcomes

There are, however, as noted earlier, a sufficient number of well-
documented and externally evaluated designs to provide generaliz-
able knowledge about the kinds of things that principals and other
school leaders need to know to create a learning environment that
maximizes student learning outcomes. Hill and Crévola (1997,
1999) have described a general design, or design template, that
identifies nine critical elements of schools, shown diagrammatically
in Figure 2.1. In the discussions that follow, use is made of the
notion of backward mapping (Elmore, 1979) to identify the knowl-
edge about teaching and learning required by principals for the pur-
poses of designing and aligning systems, processes, and resources.
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Figure 2.1. General Design for Improving Learning Outcomes.
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Source: Hill and Crévola, 1977.

Backward mapping involves beginning with the end in mind and
mapping backward to identify what should be done.

Beliefs and Understandings

Beliefs and understandings about teaching and learning occupy the
central position in the design summarized in Figure 2.1. Principals
need a strong theoretical foundation of current knowledge about
teaching and learning, practical knowledge of the beliefs and under-
standings of staff in the school, and applied knowledge of how to
bring about development and change in those beliefs and under-
standings. As noted earlier, the principal has a key role to play in
ensuring that the implications of modern conceptions of teaching
and learning are understood by teachers and are reflected in the cur-
riculum and in school and classroom structures and practices. The
principal and other members of the leadership team need to be
involved in disseminating this new knowledge. It is also suggested
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that they will have to become intimately involved in the following
activities:

Rethinking the curriculum

Creating larger blocks of time for in-depth learning

Reducing the emphasis on content coverage while increasing
the amount of time given to in-depth learning

The teaching of thinking skills

Promoting interdisciplinary studies of issues and problems

Integrating the new information and communications tech-
nologies into regular classroom practices

Up-to-date knowledge of teaching and learning is thus critical if the
principal is to create a school culture that embodies high expecta-
tions of student achievement and a confidence in the capacity of
individual teachers and of the school to realize those expectations.

Standards and Targets

High expectations of student achievement need to be reflected in
explicit standards that have been benchmarked against those of
other schools and school systems to ensure that they reflect best
practices. Standards and associated targets constitute the starting
point for redesigning how schools operate so that meeting the stan-
dards has top priority in everything that schools do. Principals
therefore require a knowledge of the sources of relevant content
and performance standards and of processes for setting targets at the
school and student levels that reflect community expectations and
that are challenging yet achievable.

Monitoring and Assessment

Teaching and learning involve regular monitoring and assessment
of students, and the design of this element must ensure that con-
sistent, coherent information is generated, on a regular basis, on
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the progress of all students and on all key indicators. Assessment
is important to determine whether targets have been met. Effec-
tive teachers closely monitor their students’ progress so as to be sure
that each student is always working at an appropriate level of chal-
lenge. Indeed, the most important function of monitoring and
assessment is to help the teacher develop a profile for each student,
to establish starting points for teaching, and to use this diagnostic
information to drive classroom instruction. Principals need to be
informed about effective strategies for monitoring and assessing stu-
dents and about appropriate assessment instruments and the infor-
mation they provide. Principals also need practical knowledge in
interpreting assessment data and in monitoring trends in the value-
added performance of the school over time.

Classroom Teaching Strategies

Effective teaching is structured and focused on the learning needs
of each student in the class. It requires that teachers have detailed
understandings of how children learn and that teachers use well-
developed classroom routines, structures, organization, and man-
agement and an ability to motivate and engage students by
employing a wide range of classroom practices and strategies. Prin-
cipals do not need detailed curriculum content knowledge, nor do
they need to be expert teachers themselves, but they do need to be
able to recognize good teaching and what it means to effectively
implement different teaching strategies in different learning con-
texts. Scheerens and Bosker (1997) invoke the system-theoretical
concept of “metacontrol” to express the overarching control and
influence exercised by an educationally or instructionally oriented
principal with respect to classroom teaching strategies. As the
metacontroller of classroom processes, the principal must work
toward the creation of a common school language to talk about
and reflect on classroom teaching and the encouragement of a cul-
ture that constantly seeks to refine and extend classroom teaching
strategies.
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Professional Learning Teams

A crucial element in any design aimed at improved teaching and
learning in schools is the provision of effective, ongoing, and pro-
fessional learning opportunities for teachers that promote learning
not just among individuals but throughout the organization as a
whole. Put in another way, central to a design approach to improv-
ing learning in schools is the establishment of a culture and of
systems and processes for promoting organizational learning. Pro-
fessional learning teams function through a mixture of both off- and
on-campus learning but principally through a combination of dem-
onstration teaching, mentoring, coaching, and opportunities for the
team to debrief and reflect on practices and progress. Principals
need theoretical knowledge about organizational learning and
applied knowledge about strategies for establishing professional
learning teams among cross-grade groups of teachers for the purpose
of improving specific student learning outcomes.

School and Class Organization

To maximize engaged learning time and to facilitate teaching that
is responsive to student needs, interests, and current readiness to
learn, it is necessary to align organizational structures and processes
in the school. For example, it is important to ensure that adequate
time is devoted to key learning outcomes and that this time is, as far
as possible, free from interruptions. In large schools, it is important
that structures are in place that promote cohesion, pastoral care,
and a sense of identity and do not lead to feelings of isolation and
alienation among students. It is also important that classroom
organization facilitate focused teaching. Principals need to be aware
of the findings of research into such issues as the impact of class
size and of different forms of school and class organization, includ-
ing within-class student grouping practices. These are issues that
impinge massively on the resources available in schools and on the
capacity of teachers to focus their teaching on the needs, aptitudes,
and abilities of their students.



68 THE Principar CHALLENGE

Intervention and Additional Assistance

Even with the best classroom teaching in place, many students fail
to make satisfactory progress. Among these students will be those
with disabilities and impairments, those who come from homes
devoid of books and see no purpose in school learning, those who
may have severe emotional blocks that interfere with their con-
centration, and those who may have frequent absences from school.
For such students, the school will need to establish systems and pro-
cesses to provide support and assistance beyond regular classroom
instruction to enable them to catch up quickly to their peers. With-
out timely and effective intervention, these students continue to
fall further and further behind in their schoolwork and experience
diminished self-esteem and increased alienation from schooling. For
the lowest-achieving students, one-to-one intervention is likely to
be the only way to bring these students up to standard. Principals
require a knowledge of effective intervention programs and how
they can be implemented in a manner that is cost-effective and that
supports and complements regular classroom instruction.

Home, School, and Community Partnerships

Linking with the home, with feeder schools, and with the commu-
nity is important at all levels of schooling. A strong body of research
shows that when parents, caregivers, and the community are sup-
portive of the work of the school and involved in its activities, stu-
dents make greater progress (Booth and Dunne, 1996; Cairney,
Ruge, Buchanan, Lowe, and Munsie, 1995; Epstein, 1991). But to
be effective, it is not enough to establish links with the home: what
is needed is comprehensive and permanent programs of partner-
ships with families and communities. Principals need a knowledge
of the role of the home and the community in supporting school
learning and in particular of strategies for establishing lasting part-
nerships in learning.
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Leadership and Coordination

As discussed earlier, studies of effective schools have consistently
drawn attention to the importance of strong educational leadership.
Good teaching may be possible in a school in which there is weak
and ineffective educational leadership, but it is harder. Change and
sustained improvement are extremely difficult, if not impossible,
without good educational leadership, particularly where whole-
school change is sought. Educational leadership and coordination
are not the sole responsibility of school principals: they can and
should be exercised at all levels of the organization. In particu-
lar, attention has been drawn to the crucial role of senior teachers
with release time to enable them to coordinate and lead profes-
sional learning teams and to act as mentors, coaches, and lead
learners. It is nevertheless incumbent on principals to ensure that
they are providing leadership and coordination at all levels and
that they are allocating sufficient time to that role, relative to other
roles, such as administration, personnel management, and student
welfare issues. This may require considerable rethinking to enable
principals to reclaim the role of educational leadership and suc-
cessfully delegate other leadership and management tasks to gen-
eral administrative staff.

Following Murphy (1999a), it has been argued that the prin-
cipalship should adopt school improvement as its center of grav-
ity and education as its foundation in a reconceptualization that
places a premium on applied (as opposed to practical or theoretical)
knowledge. This implies an ongoing focus on educational change.
Miles (in Fullan, 1991) talks about change as progressing through
three phases: initiation, implementation, and institutionalization.
During each phase, the principal and the leadership team need to
be able to provide an appropriate balance of pressure and support.
Pressure is necessary to provide stimulus and incentive to change
and improve. Low expectations and complacency are unavoidable
consequences of lack of pressure. At the same time, pressure needs
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to be balanced with the kind of support and assistance that staff
need in order to change and improve. Improvement in schools
rarely happens simply by raising the level of challenge or by exhort-
ing teachers to work harder or more effectively. It happens because
the right mix of pressure and support are in place.

The kinds of roles, capabilities, and knowledge required to exer-
cise educational leadership have been alluded to throughout this
discussion. Exhibit 2.2 summarizes what principals need to know
about teaching and learning in terms of the three key roles dis-
cussed in the preceding sections.

The knowledge base encompassed by Exhibit 2.2 is extensive,
and while overlapping with the kinds of knowledge expected of
teachers, it covers additional areas that are not typically covered in
either preservice or postgraduate courses and programs and are
almost completely absent from principal leadership programs.

Exhibit 2.2. What Principals Need to Know
About Teaching and Learning: A Summary.

Role Knowledge Base
Designing and aligning systems, pro-
cesses and resources

Leading and managing change
Motivating and managing people

Curriculum theory and educational The redesign process in education

outcomes required by young people
living in the knowledge society

Child development and the learning
process, including modern theories
of learning and motivation

Teaching and learning in school
settings

Educational change and school effec-
tiveness and improvement

Educational standards and target
setting

Monitoring and assessment of student
progress

Classroom teaching strategies

Organizational learning and strategies
for promoting professional learning

School and classroom organization

Safety nets, intervention, and special
assistance

The role of home, school, and com-

munity partnerships in promoting
learning
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Acquiring the Knowledge Base

How are principals to acquire knowledge about teaching and learn-
ing? Traditional methods are likely to be appropriate in providing a
grounding in much of the knowledge associated with leading and
managing change and in motivating and managing people. How-
ever, much of the knowledge associated with designing and align-
ing systems, processes, and resources appears to call for on-the-job
approaches to learning that are not always found in current leader-
ship programs.

Given the focus on leadership for school improvement, it would
seem appropriate to consider nontraditional methods such as the
use of mentors and coaches to support leaders in training as they go
through the process of initiating, designing, implementing, and
evaluating improvement projects as a means of obtaining practical
experience in educational leadership directed at improving student
learning outcomes. It would also seem appropriate to make use of
study groups to enable principals to learn together and collectively
seek to extend their applied knowledge base of teaching and learn-
ing. The establishment of such study groups could provide a much
needed boost to the morale of principals at a time when the princi-
palship is widely viewed as onerous and senior teachers are becom-
ing increasingly reluctant to apply for principal positions.

Based on the experience of earlier attempts to promote the
instructional leadership role of school principals, it is clear that
both systemic support for principals in redefining their role and
technical assistance and policies designed to support the use of new
knowledge about teaching and learning are critical.

By reconceptualizing the role of the principal by placing school
improvement at the center and focusing on the acquisition of an
extensive applied knowledge base about teaching and learning, a
natural consequence will be that the most valued expertise about
school leadership will reside in the leaders within the profession
itself and not in the academies and university faculties. This may be
a vital step in creating a genuine profession of school leaders.



72 THE PrincipaL CHALLENGE

References

Booth, A., and Dunne, J. (eds.). Family-School Links: How Do They Affect Educa-
tional Outcomes? Hillsdale, N.].: Erlbaum, 1996.

Bosker, R. J., and Witziers, B. “The Magnitude of School Effects, or Does It Really
Matter Which School a Student Attends?” Paper presented at the
International Congress for School Effectiveness and School Improve-
ment, Leeuwarden, Netherlands, Jan. 1996.

Brookover, W., and Lezotte, L. Changes in School Characteristics Coincident with
Changes in Student Achievement. East Lansing: Michigan State Univer-
sity Press, 1977.

Cairney, T. H., Ruge, J., Buchanan, J., Lowe, K., and Munsie, L. Developing Part-
nerships: The Home, School and Community Interface. Canberra, Aus-
tralia: Department of Employment, Education and Training, 1995.

Caldwell, B. ]. “School-Based Management.” In T. Husen and N. Postlethwaite
(eds.), International Encyclopedia of Education. Vol. 9. (2nd ed.) New
York: Pergamon Press, 1994.

Caldwell, B. J., and Spinks, J. M. Beyond the Self-Managing School. Bristol, Pa.:
Falmer Press, 1998.

Carroll, J. B. “A Model of School Learning.” Teachers College Record, 1963, 64,
722-133.

Cuban, L. “Transforming the Frog into a Prince: Effective Schools Research Pol-
icy and Practice at the District Level.” Harvard Educational Review,
1984, 54, 129-151.

Edmonds, R. R. “Effective Schools for the Urban Poor.” Educational Leadership,
1979, 37, 15-117.

Elmore, R. F. “Backward Mapping: Implementation Research and Policy Deci-
sions.” Political Science Quarterly, 1979, 94, 601-606.

Elmore, R. F., and Burney, D. School Variation and Systemic Instructional Compo-
nent in Community School District #2, New York City. Philadelphia: Con-
sortium for Policy Research in Education, University of Pennsylvania,
1998.

Epstein, J. L. “Effects on Student Achievement of Teacher Practices and of Par-
ent Involvement.” In S. Silvern (ed.), Advances in Reading/Language
Research, Vol. 5: Literacy Through Family, Community and School Inter-
action. Greenwich, Conn.: JAI Press, 1991.

Evans, R. “Ministrative Insights: Educational Administration as Pedagogic Prac-
tice.” Paper presented at the annual meeting of the American Educa-
tional Research Association, Chicago, Apr. 1991.

Foster, W. “Educational Administration: A Critical Appraisal.” In D. E. Griffiths,
R. T. Stout, and P. B. Forsyth (eds.), Leaders for America’s Schools: The
Report and Papers of the National Commission on Excellence in Educational
Administration. Berkeley, Calif.: McCutchan, 1988.



WHat PrincipaLs NEep To KNow ABOUT TEACHING AND LEARNING 73

Fraser, B. ]. “Research Synthesis on School and Instructional Effectiveness.”
International Jowrnal of Educational Research, 1989, 13, 707-719.

Fullan, M. G. The New Meaning of Educational Change. (2nd ed.) New York:
Teachers College Press, 1991.

Fullan, M. G. Change Forces: Probing the Depths of Educational Reform. Bristol, Pa.:
Falmer Press, 1993.

Fullan, M. G. “The Return of Large-Scale Reform.” Journal of Educational Change,
2000, 1, 5-28.

Greenfield, W. (ed.) Instructional Leadership: Concepts, Issues, and Controversies.
Needham Heights, Mass.: Allyn & Bacon, 1987.

Hallinger, P. “The Evolving Role of American Principals: From Managerial to
Instructional to Transformational Leaders.” Journal of Educational
Administration, 1992, 30(3), 35—-48.

Hallinger, P,, and Heck, R. H. “Exploring the Principal’s Contribution to School
Effectiveness, 1980-1995.” School Effectiveness and School Improvement,
1998,9, 157-191.

Hallinger, P, and Murphy, J. “Assessing the Instructional Management Behavior
of Principals.” Elementary School Journal, 1985, 86, 217-241.
Hargreaves, A., and Fullan, M. G. Understanding Teacher Development. New York:

Teachers College Press, 1992.

Heck, R. H., Larsen, T. J., and Marcoulides, G. A. “Instructional Leadership and
School Achievement: Validation of a Causal Model.” Educational
Administration Quarterly, 1990, 26, 94-125.

Hill, P. W., and Crévola, C. A. The Literacy Challenge in Australian Primary
Schools. IARTV Seminar Series No. 69. Melbourne, Australia: Incor-
porated Association of Registered Teachers of Victoria, 1997.

Hill, P. W, and Crévola, C. A. “The Role of Standards in Educational Reform for
the 21st Century.” In D. D. Marsh (ed.), ASCD Yearbook 1999: Prepar-
ing Our Schools for the 21st Century. Alexandria, Va.: Association for
Supervision and Curriculum Development, 1999.

Kotter, J. P. A Force for Change: How Leadership Differs from Management. New
York: Free Press, 1990.

Langenberg, D. (chair). Report of the National Reading Panel: Teaching Children
to Read: An Evidence-Based Assessment of the Scientific Research Litera-
ture on Reading and Its Implications for Reading Instruction: Reports of the
Subgroups. Washington, D.C.: National Institute of Child Health and
Human Development, 2000.

Leadbeater, C. Living on Thin Air. London: Viking, 1999.

Leithwood, K., Begley, P, and Cousins, B. “The Nature, Causes, and Conse-
quences of Principals’ Practices: An Agenda for Future Research.” Jour-
nal of Educational Administration, 1990, 28(4), 5-31.

Levine, D. U., and Lezotte, L. Unusually Effective Schools: A Review and Analysis
of Research and Practice. Madison, Wis.: National Center for Effective
Schools Research and Development, 1990.



74 THE PrincipaL CHALLENGE

Marsh, D. D. (ed.). ASCD Yearbook 1999: Preparing Our Schools for the 21st Cen-
tury. Alexandria, Va.: Association for Supervision and Curriculum
Development, 1999.

Murphy, J. “Principal Instructional Leadership.” In L. S. Lotto and P. W. Thurston
(eds.), Advances in Educational Administration: Changing Perspectives on
the School. Vol. 1. Greenwich, Conn.: JAI Press, 1990.

Murphy, J. “Reconnecting Teaching and School Administration: A Call for
a Unified Profession.” Paper presented at the annual meeting of the
American Educational Research Association, Montreal, Apr. 1999a.

Murphy, J. “The Quest for a Center: Notes on the State of the Profession of Edu-
cational Leadership.” Paper presented at the annual meeting of the
American Educational Research Association, Montreal, Apr. 1999b.

Paris, S. G., and Byrnes, J. P. “The Constructivist Approach to Self-Regulation
and Learning in the Classroom.” In B. J. Zimmerman and D. H. Schunk
(eds.), Self-Regulated Learning and Academic Achievement: Theory,
Research, and Practice. New York: Springer-Verlag, 1989.

Russell, V. J. Enabling Learning: The Crucial Work of School Leaders. Camber-
well, Victoria, Australia: Australian Council for Educational Research,
2000.

Rutter, M., Maughan, B., Mortimer, P, Ouston, J., and Smith, A. Fifteen Thou-
sand Hours: Secondary Schools and Their Effects on Children. Cambridge,
Mass.: Harvard University Press, 1979.

Scheerens, J., and Bosker, R. ]. The Foundations of Educational Effectiveness. New
York: Pergamon Press, 1997.

Senge, P. “Leading Learning Organizations: The Bold, the Powerful, and the
Invisible.” In F. Hesselbein, M. Goldsmith, and R. Beckhard (eds.), The
Leader of the Future. San Francisco: Jossey-Bass, 1996.

Sergiovanni, T. ]. “Organizations or Communities: Changing the Metaphor
Changes the Theory.” Paper presented at the annual meeting of the
American Educational Research Association, Atlanta, Apr. 1993.

Sergiovanni, T. ]. “Changing Change: Toward a Design Science and Art.” Jour-
nal of Educational Change, 2000, 1, 57-75.

Simon, H. The Sciences of the Artificial. (3rd ed.) Cambridge, Mass.: MIT Press,
1996.

Snow, E., Burns, M. S., and Griffin, P. (eds.). Preventing Reading Difficulties in
Young Children. Washington, D.C.: Committee on the Prevention of
Reading Difficulties in Young Children, National Research Council,
1998.

Stringfield, S., Ross, S., and Smith, L. (eds.). Bold Plans for School Restructuring:
The New American Schools Designs. Mahwah, N.J.: Erlbaum, 1996.

Vygotsky, L. Mind in Society: The Development of Higher Psychological Processes.
(M. Cole, V. John-Steiner, S. Scribner, and E. Souberman, eds. and
trans.). Cambridge, Mass.: Harvard University Press, 1978.



Waat PrincipaLs Neep To KNow ABOUT TEACHING AND LEARNING 75

Weber, J. “Leading the Instructional Program.” In S. C. Smith and P. K. Piele
(eds.), School Leadership: Handbook for Excellence. (2nd ed.) Eugene,
Ore.: ERIC Clearinghouse on Educational Management, 1989.

Whitty, G., Halpin, D., and Power, S. Choice and Devolution in Education: The
School, the State and the Market. Melbourne, Australia: ACER, 1998.

Wilson, K. G., and Daviss, B. Redesigning Education. New York: Henry Hol,
1994.

Witziers, B., and Bosker, R. ]. “A Meta-Analysis on the Effects of Presumed
School Effectiveness Factors.” Paper presented at the International
Congress for School Effectiveness and Improvement, Memphis, Tenn.,
Jan. 1997.

Wood, D. J., Bruner, J. S., and Ross, G. “The Role of Tutoring in Problem Solv-
ing.” Jowrnal of Child Psychology and Psychiatry, 1976, 17, 89-100.






Chapter Three

The Principal as Moral Leader
Thomas Sobol

Consider the following scenarios:

Whom Do You Work For?

Juan Ruiz tilted back in his office chair and stared idly at the ban-
ner. “Somos Uno,” it said. “That’s a laugh,” he thought. He remem-
bered the day the kids had tacked it up— they were so proud and
happy. Not just the banner but the whole world seemed to be com-
ing down.

Juan was halfway through his second year as a junior high
school principal. He was surprised when he got the job, because he
had no prior experience as a principal. But his superintendent, Tony
Mercado, had stuck his neck out for him. “Juan is OK,” he told the
board. “He’s great with kids, and he’s completely loyal.” Juan closed
his eyes. “That’s another one,” he thought.

Located in a rundown, violent city neighborhood, the school
had been a problem for years. Teachers put in their time and left
early; fights broke out often; test scores were low. Juan had been —
and still was—determined to turn it around. Intuitively, he knew
he had to connect with the kids and make them feel that they
counted for something; he also knew he had to find the teachers
who hadn’t given up and give them some tangible reason for hope.
The first year, he spent a lot of time listening to people and finding
small things to do to show both kids and teachers that he was pay-
ing attention. Slowly, the atmosphere began to change. Then, last

77
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September, they started the “Somos Uno” campaign, and even the
burned-out teachers began to get enthusiastic about the place.

The campaign was a set of activities designed to bring people
together and help them feel pride in themselves and their school. It
included a multicultural festival for students and families, an
“English-plus” approach to bilingual education, and “community
meetings” to hash out school problems. Juan himself was surprised
at how well it all worked. But the test scores didn’t go up—in fact,
the midyear eighth-grade reading and math scores, already low,
declined a bit. The superintendent, whose job was on the line, had
told Juan that he had to scrap the “Somos Uno” program in order to
devote more time to test preparation. When word reached teachers
and parents, they raised the roof. They told Juan that if he wanted
their respect as a principal, he’d better defend their program against
the superintendent and that ignorant board of education.

Juan had tried. In fact, he had just come back from Mercado’s
office. Mercado himself had seemed troubled, but in the end, he
had said, “Juan, what do you want from me? You want me to tell my
wife and kids that ’'m out of here? Drop the program, and leave
me alone.”

Juan rubbed his eyes and looked at the banner once more. What
should he do? Should he drop the program as ordered? Should he
organize a community appeal to the board of education? Should
he pretend to drop the program while actually continuing it? Should
he ask for a transfer or look for another job?

Mostly, he wondered, to whom did he owe loyalty? The super-
intendent who had hired him? The staff and parents? The kids,
whom he loved? His own parents, their silent voices telling him
from beyond how proud there were of him and how they wanted
him to be strong? His own conception of personal and professional
integrity!? And if he got himself in trouble, how would that be for his
wife? Didn’t he owe loyalty to her? Where were these questions, he
thought, in Education 101?
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Who Gets the Money?

Money was always tight in Big City, but this year it was even tighter.
The board and the superintendent had waged a successful campaign
for a bond issue, and now some of the most decrepit buildings would
receive long-needed repairs. But that left precious little money for
program improvement. The superintendent had made that clear at
the administrative council meeting that morning, and Sondra Young
still hadn’t figured out what to do.

Sondra, principal of the Lincoln Elementary School, had been
working with her school planning team for weeks to try to establish
budget priorities for the coming year. The team, which consisted of
teachers and parents elected by teachers and parents, was only in its
third year and still trying to find its way. But Sondra took it seriously,
because she knew that she could accomplish much more with the
team’s support than without it. She nurtured the team along and
almost always took its advice.

Recently, the team had identified two budget priorities for the
coming year. One was the school’s new program of “inclusion.” A
number of students with special needs had been assigned to regular
classes so that they could learn in a more “normal” situation. Money
was needed, the team said, to provide teacher aides, special instruc-
tional materials, and professional development for the regular class-
room teachers who would be working with these children. The
second priority was the school’s effort to raise standards and achieve-
ment for all its students, in keeping with a statewide and national
push in that direction. If test scores were to rise, the team said,
money was needed for new textbooks, staff training, and special
tutorial help for any student who needed it.

Sondra agreed with these priorities. The problem, however, was
that she had just been told in no uncertain terms that there would
not be enough money for both. (Of course, she could pretend to do
both by sprinkling a little bit of money in both places, but she was
experienced enough to know that doing so would make little differ-

ence anywhere.) A difficult choice would have to be made. And to
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make matters worse, she knew that she and the planning team
would not agree on what that choice should be. The team would
want the money to go to the standards and testing program (where
it would presumably do the most good for the greatest number), and
Sondra’s gut told her that the funds should be spent on the inclusion
program (where the children were most in need).

Sondra took her time driving home and tried to work it out.
What was the right thing to do? She really did believe that the need-
iest kids should be helped first. But she had to admit it would be hard
to argue with the team members if they said that fairness required an
equal share for all. Besides, did she have the right to impose her own
views on the team? Hadn't she promised to be guided by them unless
they proposed something absolutely wrong? But as soon as she began
to think that way, another question arose: Did she have the right to
ignore what she truly believed to be in the neediest children’s best
interest! Wasn’t her whole professional training and job premised on
doing that right thing for the needy children, according to her best
professional judgment?

Sondra turned on the car radio and listened to the traffic report,

trying to push the questions out of her mind.

Doesn’t Thirty Years Mean Anything?

As a high school principal, Emily Jones had always felt in the
middle —but never more so than today. “Look,” the superintendent
had said, “I know she’s your friend. I know you’ve known her forever.
I know you feel sorry for her. I even feel a little bit sorry for her
myself. But this isn’t a club we’re running—it’s a school. The kids
come first. If she’s not helping the kids anymore, she’s got to go. The
parents are going crazy. And I've about had it with phone calls from
board members asking me when I’'m going to do something about it.
Start building the case against her and get her out of here —now!”
Emily left the superintendent’s office angry, and truth be told,

feeling a bit sorry for herself. But she was a strong, mature woman,
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and on her drive back to the school, she tried to sort things out.
What were the facts?

Emily had known Susan Stern for thirty years, the last fifteen of
them as her high school principal. For over two decades, Susan had
been one of the stars of the district. In a community that prided itself
on the superiority of its schools, Susan was the ultimate symbol of
teaching excellence. Her students loved her class, they all did well
on tests, and their parents lobbied for their children to be assigned
to her. She was also active in extracurricular matters, advising the
staff on the yearbook and helping with drama productions. But over
the past few years, things had changed dramatically. Susan had gone
through a stressful divorce and now lived alone. Both her son and
her daughter had dropped out of college and were living somewhat
unconventional lives. Her health was failing; she had lost much of
her energy and was frequently absent. A spell of counseling, under-
taken as part of the district’s employee assistance program, hadn’t
made much difference. Students no longer liked working with her,
and many parents had complained about her lackluster teaching.
When new ideas or programs were discussed in faculty meetings,
Susan would invariably criticize them in a cynical and negative
manner.

Emily sighed. Obviously, it would be better if Susan were to
retire. But Emily knew that Susan needed five more years of teach-
ing to qualify for her full pension in order to make up for the years
when she had stayed at home to raise her small children. There
would be no way to persuade her to leave on her own —she would
have to be forced out somehow. Did Susan deserve that? Clearly, the
students deserved competent teaching, but shouldn’t twenty-plus
good years count for something?

And what about the personal side of it? Emily and Susan were
not close friends, but they had worked together for a long time and
shared many ups and downs. Did being a professional educator mean
that you stop being a person? Emily knew what she had been told to
do, but right now she didn't much like it. She had parked the car in
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the lot and made it all the way back to her office without deciding

what she was going to do.

What can we say about these scenarios? What do they have
in common, and what do they tell us about ethics in educational
leadership?

First, they are not unusual. Principals and other school leaders
face such decisions all the time. In a human organization such as a
school, decisions about personnel, about who gets what resources,
and about who owes what to whom are unavoidable.

Second, they are not especially dramatic. In fact, to many of the
people involved, they may seem like “no-brainers.” If the teacher is
not performing, fire her. If the test scores are down, drop everything
else and prepare for the test. But to the protagonists in these sce-
narios, the choices do seem difficult, and more seems to be at stake
than the issue itself. Each choice raises such questions as “What
kind of person am [?” and “What kind of place is this, anyway?”

Third, although each issue can be looked at pedagogically or
politically or legally, each can also be looked at ethically—and it is
the ethical component that is the hardest for the protagonists to
deal with. Juan Ruiz understands the politics of his situation thor-
oughly; his question is not what is the smart thing to do but what is
the right thing to do and which he should choose. Emily Jones
knows the laws in her state concerning teacher dismissals; what she
finds hard is weighing her obligations to her students against her
obligations to a friend. This ethical dimension of administrative
decision making is much more pervasive and stressful than many
people realize.

Fourth, in none of the situations is there a clear right or wrong
path to take. The choices the protagonists must make are not
between right and wrong but between right and right—for
example, the right of all children to academic support versus the
right of the neediest children to be helped first. No matter what
choices the protagonists make, the results are likely to leave the
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decision makers feeling soiled and uncomfortable. And the fact that
some people will not like either decision does not help at all.

Fifth, because so many of these choices are between right and
right — or sometimes between wrong and wrong— there are no
clear rules for making them. The laws and regulations may help, but
they do not address all situations. Further, the law sometimes seems
to conflict with morality, as history has shown us again and again.
Religion provides broad principles and an ethical context, but not
even religion can tell Juan Ruiz whether to drop the “Somos Uno”
program. In many situations, schoolteachers must make decisions
and choose courses of action guided only by their gut and their
mind—and this often happens when they are feeling pressured
from all sides, when political and practical considerations seem
paramount, and when the ethics of the situation seem lost or for-
gotten in the fray.

Is it not odd that in these circumstances, most school leader
preparation programs make little or no provision for dealing with
ethical issues? One thing that most students and teachers and par-
ents want their school principals to be is “fair.” In fact, a principal’s
effectiveness often depends on whether he or she is seen as fair or
not. But how can you be “fair” if you do not know what “fair” is in
a given situation? How do you choose between two “fairs”? What
kind of help can we give Juan and Sondra and Emily so that they
can deal more effectively with the ethical dimensions of their job?

Why Study Ethics?

Why should school leaders study ethics? For some people, the
answer to this question is not obvious. People who want to lead
school systems have to know and be able to do a lot, and most of
it seems more fundamental and pressing than ethics. Especially
in schools and systems that are dysfunctional —places where stu-
dents are not learning, where nothing seems to work— the pur-
suit of ethics sounds “soft” and elitist. In this view, the job is to
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clean up the mess and get the kids learning. Ethics we can worry
about later.

This chapter argues just the opposite. It argues that morality
and values are at the very core of education. Those troubled schools
where equity and justice are absent and where the duty of care
seems to be ignored are precisely the places in which ethical
thought and action are most needed. Indeed, dysfunctional schools
cannot be improved without sustained attention to their ethical
dimensions.

The reasons for studying ethics lie in the nature of education,
of schools, and of leadership. Education is an inherently moral
matter. It is moral because people develop (or fail to develop) mor-
ally as well as physically, emotionally, and intellectually. It is moral
because teaching—helping to shape other people’s minds, sensi-
bilities, and capabilities—raises deep questions of purpose, values,
and responsibility. It is moral because it involves the relationship
between one generation and another, a relationship that helps
determine the direction and quality of human life.

Schools and schooling are inherently moral as well. Not only
are they charged with the moral purpose of education, but as social
institutions, they constitute a rich soup of human relationships and
interactions through which children learn a moral code. For most
children, school is life, not just preparation for it. And children
learn from the lives they lead, not just from their lessons. If we want
our children to lead ethical lives, their schools and the adults in
them should model ethical behavior.

Educational leadership raises the moral stakes. Educational
leaders have the power and the duty to influence the education of
large numbers of students. Moreover, they work in organizations
and complex political environments wherein competing values and
beliefs must be moderated toward wise and just ends. Such enter-
prises cannot be conducted well by administrative technique and
politics alone; they must be informed by a larger sense of purpose
and guided by clearly delineated ethical considerations.
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Furthermore, educational leaders have power —information,
positional authority, control of resources. How they use that power
is a profoundly moral matter. As Tom Sergiovanni (2001, p. 346)
has written:

Whenever there is an unequal distribution of power between two
people, the relationship becomes a moral one. Whether intended or
not, leadership involves an offer to control. The follower accepts this
offer on the assumption that control will not be exploited. In this
sense, leadership is not a right but a responsibility. Morally speaking,
its purpose is not to enhance the leader’s position or make it easier
for the leader to get what she or he wants but to benefit the school.
The test of moral leadership under these conditions is whether
the competence, well-being, and independence of the follower are
enhanced as the result of accepting control and whether the school

benefits.

There is yet another reason for paying attention to ethics. The
moral nature of leadership is a largely unrecognized and untapped
source of motivation for the education profession. Most of the
people who become teachers or school administrators do so be-
cause they want to help children. The draw and the rewards are
those of the helping professions—a sense of moral purpose and
commitment, of being part of the larger cause, of doing good for
others. Inevitably, as time passes, these original motives become
partly buried beneath the baggage of other human needs—esteem,
recognition, variety, power, material success. But the core values
and motives remain; and precisely because education cannot com-
pete with Mammon on Mammon’s terms, it is to this core that
we must appeal if we wish our education leaders to remain com-
mitted to their profession. We must recognize the moral nature of
the education enterprise, and we must honor those who see their
work as a calling and act accordingly. Few people can be energized
for a lifetime by the pursuit of higher test scores. Many are hungry
for an opportunity to be part of a moral cause. The policymakers
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who advocate financial incentives for improved performance are off
target. Of course, the able teachers and administrators will take the
money if it is offered — they are not stupid. But what they really
want is to make their lives meaningful by serving others. We need
to learn how to tap into this deep well of human motivation.

Does the Public Want Ethical Schools?

America’s public schools serve a vast and diverse constituency.
People differ in their aspirations, their attitudes, their values, and
their sense of how things should be done and how people should
behave. Given these realities, is it right for the public schools to
impose a uniform ethical vision? Is there sufficient agreement
among the public on ethical matters to justify preparing educational
leaders to think and act ethically?

Such questions are not as difficult as they may at first seem. We
believe that there is a core of civic values to which most people in
our society subscribe —democracy, the rule of law, majority rule,
minority rights, and so on. The schools need not shrink from assert-
ing such values. Similarly, there is a core of personal virtues most
people prize —virtues such as honesty, integrity, responsibility for
one’s actions, and respect for property and for life. At a high level
of generality, these virtues are not in dispute. On broad and basic
matters such as these, where most of the public is in full agreement,
the public schools and their leaders have not just the right but the
duty to take a positive ethical stand.

The problem arises when one digs beneath that level of gener-
ality. What seems clearly right or wrong in the abstract may be
difficult to unravel in particular circumstances. Indeed, part of the
educational leader’s job is to sort through the facts and figure out
how general principles are best applied. When you get down to
cases, judgment is involved, and reasonable people may differ. Does
the public want its educational leaders to exercise such judgment?
For us, the question is moot. The fact is that principals, superin-
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tendents, and other education leaders must make decisions with
moral consequences all the time. There is no other way to operate
the schools. The question, it would seem, is whether leaders can
make such ethical decisions ethically. In our democratic society, the
role of the educational leader is not to impose a personal vision of
morality on others. It is to act ethically in one’s own terms and to
foster a dialogue through which differing conceptions of ethics can
be expressed and considered in the course of shaping a shared ethi-
cal vision. In our democratic society, the leader is not a high priest,
preaching the gospel; he is a member of a community, teaching oth-
ers and learning from others and shaping his own attitudes and
behavior, as well as those of others. Some writers describe the role
as “leader as servant.” If one understands the word servant in its
most exalted meaning, that sounds right.

Of course, the public is divided on larger issues as well. Vast dif-
ferences exist on such matters as vouchers, high-stakes testing, edu-
cational equity, and desegregation—not to mention abortion,
sexual identity, race, socioeconomic status, and whether teachers
should wear neckties. Where important matters are in such dispute
it would seem wrong for public school officials to take a unilateral
stand. Here again, the role of the leader is to foster and participate
in a public dialogue wherein all the issues may be debated vigor-
ously. In the public system, ethics sometimes consists of maintain-
ing the fairness and integrity of democratic processes.

All of these considerations argue for ethical schools and ethi-
cal school leaders. In the end, advocates of ethical schools have his-
tory on their side. From the days of the New England Primer and
McGuffey’s Readers on down to the present, Americans have
almost always wanted their schools to produce character as well as
competence. Ask parents what they want for their children; yes,
they want them to do well on tests, go to college, get good jobs. But
almost universally, they also want them to become decent people
and responsible citizens— to lead good lives. And they believe that
the schools should play a role in helping them do so.
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What Does Being Ethical Mean?

As has been noted, there is no guidebook, no simple set of prin-
ciples or rules to answer this question. In much of what they do,
educational leaders must work hard to discover what being ethical
means in the specific situations that confront them. However, we
know enough from the writing and experience of wise and thought-
ful people who have preceded us to be able to describe the general
landscape. Here are some of the features of that landscape, pre-
sented not from the lofty standpoint of a philosopher but from the
perspective of an on-the-ground education practitioner.

Being ethical and acting ethically do not mean simply keeping
your nose clean. The conventional view (and the gist of most codes
of ethics) is that ethics means not doing wrong. Ethical leaders, in
this view, should not lie, cheat, steal, goof off, or hurt people. That
is good advice, as far as it goes. Leaders should not lie, cheat, steal,
loaf, or hurt people. But avoiding wrong is not enough.

The moral imperative for educational leaders is to do right.
People who are entrusted with the education of children and young
people have an affirmative duty of care. They are responsible for the
education and welfare of the students in their charge, and this
responsibility must be carried out through positive action. They
must create an environment in which effective teaching and learn-
ing can flourish; they must develop and sustain wholesome and pro-
ductive relationships with their students and their staff; they must
draw on their knowledge and experience to guard their charges
from harm and to create new opportunities for growth. All of this
requires proactive, sustained engagement with the life and activity
around them. Carol Gilligan (1993) writes about the importance of
“stepping in” as opposed to “stepping out.” All people, but especially
those charged with a duty of care, must “step in” to the confusion
and messiness of human life, forging relationships with all kinds of
others and making a positive contribution to their lives. Retreating
to the office and staying out of trouble is not ethical. Making good
things happen for people is.
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Making good things happen for people is not always easy. It
requires skill, knowledge, courage, and persistence. Leaders must be
both ethical and competent. A leader who is pure of heart but inef-
fective on the job is not of much use. As Sergiovanni (2001, p. 351)
has said, “The challenge of leadership is to make peace with two
competing imperatives, the managerial and the moral.” Conse-
quently, leaders have an obligation to develop their skills and
expand their knowledge as fully as possible. Avoidable ignorance,
where it affects children’s education, is unethical.

So is incompetence. In his book Defining Moments, Joseph
Badaracco (1997) writes about virtue and virtu. According to Bada-
racco, “Virtu was Machiavelli’s word for the moral code of public
life. The word is not an antiquated version of virtue, for it means
something quite different. Virtu is a combination of vigor, con-
fidence, imagination, shrewdness, boldness, practical skills, personal
force, determination, and self-discipline” (p. 108). To discharge
their responsibilities ethically, educational leaders must have both
qualities. Being good without being effective does not help much.
Being effective without being good can be awful. The two must
go together. As James O’Toole (1995, p. 35) has written, “While
morality is a necessary ingredient of leadership, it is not sufficient.
The Rushmore Standard of Excellence is the two-fold ability to lead
change both morally and effectively.”

Being ethical also means more than choosing right instead of
wrong. As we have seen, in the complex world of schools, the
choices that need to be made are often between right and right (or
wrong and wrong —“the lesser of the two evils”). Being ethical in
such cases means being alert to the ethical dimensions of a situa-
tion, reflecting on these ethical implications, and choosing as wisely
as possible. It also means knowing when to bend and when to draw
the line. Leaders cannot wage a to-the-death fight on every issue,
even if they are in the right. (Don Quixote is an appealing figure,
but he would be a disaster as a superintendent.) But neither should
they sell out—"go along to get along.” Perhaps this sounds like
equivocation. It is not. It is real life. Being ethical means knowing
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when to take a stand and when not to. Sometimes it is easy; some-
times it is not. There is no absolute standard to guide you. But every
ethical leader knows deep down what choice is called for in these
defining moments, as Badaracco calls them.

Sometimes such defining moments can shape a leader’s career.
But there is more to being ethical than choosing wisely on the
grand occasions. What also counts is who you are and how you act
from day to day. Education leaders interact with scores of other
people daily, and the quality of those interactions becomes part of
the fabric of school life. How does the leader relate to peers? To
superiors? To students? To the rank and file of the staff? To the
woman who answers the telephone, the man who sweeps the floor?
Are these people valued for themselves, or do they merely serve
some end? In Noddings’s terms (1984), do they fall within the
leader’s circle of care? And then there is the leader’s “own” work.
How responsibly is it done? What standards of quality does the
leader meet at those inevitable times when one is tired and no one
is looking? We all get tired, and only the saints can do their best on
every occasion. But ethical leaders are more consistent than others.
If you will pardon a sports analogy, the ethical leader not only hits
the October home run but also plays hard on the humid, late-
August afternoon when the team is out of the pennant race and few
fans are in the stands.

So far the focus has been on the behavior of individual leaders
themselves— their ethical awareness, their attitudes, their choices,
their relationships, the consistency and quality of their “own” work.
This focus is important because no organization can be ethical
without ethical leaders. But principals and superintendents are
responsible for more than their individual behavior. They must also
create and lead organizations that are themselves ethical in their
design and operation. Schools and school districts are never value-
neutral. They inevitably foster some values and slight or suppress
others, and they often privilege some groups above others. How is
the school organized and run? Who spends time with whom? Who
makes what kinds of decisions? Who gets the resources that are
needed, and who goes without? What kind of behavior is rewarded?
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What kind is punished or discouraged? The answers to these and
hundreds of similar questions determine the nature of the school’s
ethical environment. A school that does not respect the worth of
all its constituents is not an ethical school. A school that preaches
equality and discriminates against poor students is a decidedly
unethical school. And so it goes. Leaders must attend not only to
their own behavior but also to the effects of their behavior on the
ethical quality of the institutions they serve.

This distinction between “microethics” (the leader’s individual
behavior) and “macroethics” (the ethical qualities of the organiza-
tion, for which the leader is largely responsible) extends beyond
the school. Schools and school systems are embedded in social,
economic, and political contexts that have their own ethical (or
unethical) properties. Sometimes injustices are obvious, as when
poor children are not given the resources they need to do what we
require of them. Sometimes the schools are caught in the conflicts
between competing values, such as liberty (let families choose
whatever schools they wish) versus equity (make sure that all stu-
dents have equal educational opportunity, even if free family choice
would produce other results). Educational leaders may not be able
to eliminate such injustice or resolve such tensions. But at the very
least, they should be aware of the ethical dimensions of such situa-
tions and should bring this awareness to bear on the matters within
their purview. The individuals charged with education’s heavy
moral mission should be among the first to bring that mission to
the fore.

One of an education leader’s foremost macroethical obligations
is to unite the organization’s members behind a shared vision
grounded in basic values. Of course, all organizations have purposes
(or once had them), and effective leaders in any setting must help
define a vision and bring people together behind it. But because of
the moral nature of education, the tasks take on a moral dimension
in the schools. As Sergiovanni (2001, p. 345) says, “The school
must move beyond concerns for goals and roles to the tasks of build-
ing purposes into its structure and embodying these purposes
in everything that it does with the effect of transforming school
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members from neutral participants to committed followers. The
embodiment of purpose and the development of followership are
inescapably moral.” In this view, educational leadership is neces-
sarily moral leadership as well.

Finally, being ethical means maintaining a lifelong habit of
reflection on education’s moral purpose and on one’s own develop-
ing moral sensibilities. One is not born with moral certitudes, nor
do the seeming certitudes of youth always survive lived experience.
Some people find that secure moral guidance, while broadly help-
ful, must be fine-tuned to meet the specifics of the complex human
situations we encounter. We need to draw continually on what we
have learned, what we have come to feel, and what we have syn-
thesized from our own experience if we are to understand ourselves
and bring our wisdom to bear. In the crunch times, it is not to exter-
nal sources that we turn for answers—we must look within. The
ancient commandment was to “know thyself.” This we can do only
through experience and reflection. And as we reflect, we come to
understand that the road to moral wisdom is not through applying
abstract principles but through raising honest questions.

How Should We Teach Ethics?

A century or more ago, the teaching of ethics was an accepted part
of the curriculum in colleges and professional schools. It was com-
mon for the president, as the senior scholar of the faculty, to teach
seniors a course in moral philosophy as the capstone of their college
experience. Ethics was not something superficial, like frosting on a
cake; the very purpose of the university was not only to create and
disseminate knowledge but also to make students wise and good.
Over the course of the past century, this custom fell away. Dis-
cussions of the “just” and the “good” came to seem as out-of-date as
fustian draperies and tub-thumping speeches on the Fourth of July.
Ethics and morals were relative, contextual, personal; the role of
the university in the modern age was to develop and inculcate
knowledge that would stand up to rational, scientific inquiry. Iron-
ically, two great wars that were in part a moral crusade ushered in a
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world in which all the old codes and credos were called into ques-
tion. Moral compasses were to be set individually, not collectively,
and they did not all point in the same direction.

In the past quarter century, this trend has begun to change. The
fading civil rights movement, the Vietnam War, and a succession of
political scandals has called attention to the absence in our civil life
of a shared moral vision, or at least a set of principles by which we
can guide our public decisions and acts. In recent years, issues of
ethics and morality have been receiving increased attention—not
only in education but also in business, in the military, and in the
society generally.

In the schools, people as dissimilar as Michael Apple (1996),
William Bennett (1992), Amy Guttman (1987), Tom Lickona
(1992), Nell Noddings (1984), and Tom Sergiovanni (2001)—
along with an army of just plain parents and citizens —are raising
important questions of purpose and values. In higher education, the
work of Derek and Sissela Bok and of Daniel Callahan, among oth-
ers, has charged the academy with neglecting this important part of
its historic mission, eliciting an active, albeit uneven, response.
Many professional schools of educational administration now
require their students to complete courses in ethical studies.

In preparing educational leaders to meet the ethical challenges
of today’s (and tomorrow’s) world, it is important to distinguish
between thinking about ethics and thinking ethically. We need the
latter. School leaders do not need to become moral philosophers,
nor need they intellectualize brilliantly about ethical theory. They
do need to be alert to the ethical dimensions of their work, to cul-
tivate the habit of thoughtful reflection on them, and to develop
the will to think and act ethically.

Sermons and exhortations to do good avail little. Our purposes
call for learning experiences in which prospective leaders examine
the ethical issues that arise in educational practice. There are many
ways to provide such experiences. Case studies of ethical issues,
drawn from the professional literature or from students’ own expe-
riences, offer rich possibilities. Students can examine the ethical
properties of the organizations of which they are a part. They can
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reflect on the ethical behavior they see modeled by the leaders in
their lives. Many university leadership programs now offer full
courses in ethical issues. Many others deal with such issues as part
of their regular coursework. Whatever the form or the activity, what
is important is to pay explicit and sustained attention to the ethical
dimensions of educational experiences, wherever they arise.

Students can also be made to see the ethical implications of the
work or other studies in which they are involved. One cannot dis-
cuss, say, education finance or “special education” intelligently with-
out raising moral questions, as well as pedagogical, political, and
administrative ones. One cannot develop the instrumental skills of
leadership without considering the purpose for which they are to be
employed — that is, without asking to what use one is to put to
them. In addition to the educational and social science readings
conventionally found in university leadership training programs, we
can draw from the entire realm of literature and the humanities,
from history and current events, and from students’ own personal
and professional experience. Martin Luther King Jr.’s “Letter from
Birmingham Jail” says more about the relationship of the law to
morality than most legal textbooks. Robert Penn Warren’s All the
King’s Men (1946) teaches more about personal responsibility and
the corrupting nature of political power than most political science
writing. Mark Twain’s Huckleberry Finn illuminates the tension
between personal integrity and social convention more powerfully
than any academic study. People who aspire to become educational
leaders should know such works and should reflect on them and
should apply them to the situations and relationships that develop
in their professional lives.

Moreover, such reflection should not cease once leaders are
appointed to their jobs. At present, most public school principals,
superintendents, and other administrators have few opportunities
to discuss the ethical content of their experience with professional
peers. Time is limited, getting together is hard, and there is no tra-
dition (as perhaps there is in independent schools) of public dis-
course about such matters. As a result, most leaders hear little about
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the experience of their peers and are left to make sense of things on
their own, with only their minds and moral compasses to guide
them. We need to establish real and virtual communities that nour-
ish leaders’ continuing professional growth in matters ethical as well
as academic and political. Moral reflection should not always be a
solitary pursuit.

Conclusion

This chapter has argued that education is intrinsically moral and
that educational leaders must be prepared to deal with its moral
dimensions. It is as important for school principals, superintendents,
and other leaders to be morally responsible and effective as it is for
them to be pedagogically skillful and politically astute. For that rea-
son, all professional and educational leadership training and licens-
ing programs should have an ethical component, and provision
should be made as well for continuing discussion of ethical issues
throughout an educational leader’s career.

The foregoing pages have asserted the case for such a recom-
mendation. But one reason has been reserved for the end.

The children and young people whose education we have been
discussing pass through our hands and our lives but once. Our
influence on them can be profound or scanty, benign or destructive.
We only get one chance. In the blink of an eye, the child entering
kindergarten is leaving high school, diploma in hand. I have seen it
again and again. If there were world enough and time, we could be
casual. We could fix tomorrow what we broke today, make up next
week the missed chances of last month. The harsh truth that we
cannot do so requires us to do well whatever we can do today. Thus
do time and mortality make moralists of us all.

Alfred North Whitehead (1929) has said it best:

We can be content with no less than the old summary of educa-

tional ideal which has been current at any time from the dawn of our
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civilization. The essence of education is that it be religious. Pray,
what is religious education? A religious education is an education
which inculcates duty and reverence. Duty arises from our potential
control over the course of events. Where attainable knowledge
could have changed the issue, ignorance has the guilt of vice. And
the foundation of reverence is this perception, that the present holds
within itself the complete sum of existence, backwards and forwards,

that whole amplitude of time, which is eternity.
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Chapter Four

Best Practices in Leadership
Development

Lessons from the Best Business Schools
and Corporate Universities

Marie Eiter

Increasing technological change, greater global competition,
the deregulation of markets, and the changing demographics of
the workforce have prompted an explosion of interest in leader-
ship development both within organizations and among busi-
ness schools that support these corporations with new M.B.A.
talent and through executive education. In both the business
schools and companies, seven key dimensions of leadership have
taken on increased importance: the leader as strategic thinker,
the leader as driver of change, the leader as having a teachable
point of view, the leader as coach, the leader as creator or cham-
pion of culture, the leader as decision maker, and the leader as
driver for results. In this chapter, I will explore each of these
dimensions and review sample curricula for each. I will also
focus on the content of the programs and on teaching pedago-
gies such as the case study, business simulations, and action
learning. Finally, I will discuss other leadership development
activities that support all of the corporate programs, including
assessment and feedback, coaching, mentoring, and the use of
development assignments.
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For the past two decades, John Kotter of the Harvard Business
School has promoted our understanding of the phenomenon of
leadership. Kotter was among the first to articulate a significant dis-
tinction between management and leadership. Management is
about coping with complexity. Its practices and procedures are
largely a response to the emergence of large, multinational organi-
zations. Good management brings a degree of order and consistency
to key dimensions like the quality, timeliness, and profitability of
products. Leadership, by contrast, is about coping with change. Part
of the reason that leadership has become so important in recent
years is that the business world has become more competitive and
volatile. Faster technological change, greater global competition,
the deregulation of markets, and the changing demographics of the
workforce are among the many factors that have contributed to this
shift. The net result is that doing what was done yesterday, or doing
it 5 percent better, is no longer a formula for success. Major changes
are more and more necessary for businesses to survive and compete
effectively. More change always demands more leadership.

This set of events has prompted an explosion of interest in lead-
ership development. My purpose in this chapter is to highlight the
leading-edge practices in leadership development in both corpora-
tions and business schools. In selecting these practices, several
aspects of leadership were not included. Beyond the scope of this
chapter are the tasks of the global leader—developing a global
mind-set, understanding the global economic environment, and
developing cross-cultural competencies. Also not included is a dis-
cussion of the more traditional management practices of planning
and budgeting, organizing and staffing, controlling, and problem
solving.

In addition to addressing the content of leadership develop-
ment programs, [ will review useful pedagogies such as the case
method, business simulations, and action learning, that are used by
both companies and schools to engage the learner and enhance the
learning process.
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Finally, it is important to note that virtually all of the corporate
programs are supported by a systems approach to leadership devel-
opment that goes beyond the classroom experience to build skills
through assessment, coaching, mentoring, and development assign-
ments. | will provide a brief description of these nonclassroom
development activities.

Leadership Dimensions
The Leader as Strategic Thinker

In any organization, an executive’s role falls into three arenas. The
first is to manage the present, the second is to selectively forget the
past, and the third is to create the future. In a survey I recently con-
ducted at the Tuck School of Business at Dartmouth, fifty-five exec-
utives reported that they spend over 85 percent of their time
managing the present. These managers admitted spending most of
their time finding ways of reengineering core processes to lower
costs, instituting total quality management processes, and develop-
ing just-in-time production systems to improve their ability to be
competitive in the marketplace. While these executives are well
versed in strategic planning, their strategic plans tended to be more
about today’s problems than tomorrow’s opportunities. What was
lacking was the ability and willingness to think strategically about
the future in ways that were fundamentally different from the past.

The concepts of strategic intent, strategy as stretch rather than
fit, and strategy as revolution, introduced by C. K. Prahalad at
the University of Michigan and Gary Hamel of the London Busi-
ness School, among others, have reframed the concept of strategy.
These concepts emphasize the leadership quality of strategic think-
ing rather than the traditional management process of strategic
planning.

Strategic intent envisions a desired leadership position for
the firm. It is inspiring and motivating because it focuses on the
value of the company’s product or service to the customer, not the
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financial rewards to shareholders. It is challenging because it cap-
tures the essence of winning. It provides direction without being
overly prescriptive.

Whereas the traditional view of strategic planning focuses on
the degree of fit or congruence between an organization’s existing
resources and current opportunities, strategy as stretch implies a
deliberate misfit between resources and ambition. Current capabil-
ities and resources will not suffice, thus forcing the organization to
be more inventive and to make the most of limited resources.

The concept of strategy as revolution challenges the reduction-
ist methods of traditional strategic planning processes. It advocates
a radical rethinking of the company’s approach to products by chal-
lenging the traditional price-performance relationships. It redefines
market space and resets consumers’ expectations about accessibil-
ity. This type of imaginative strategic thinking requires the input of
managers at all levels of the corporation, in which the hierarchy of
experience is supplemented with the hierarchy of imagination.

These approaches to strategic thinking are reflected in many
corporate leadership programs. Motorola’s Global Organization
Leadership Development Process (GOLD), Abbott Laboratories’
Leadership Development Program, and Lucent’s LEAD program all
place increased emphasis on setting a vision and developing a
strategic intent. Participants are exposed to the concept of strategy
as stretch and strategy as revolution and discover how it differs from
resource allocation models.

Abbott Laboratories, one of the most diversified manufacturers
of health care products in the world, defines its strategic intent as
continuously creating the capability to improve people’s lives.

Abbott defines the leadership competency of strategic thinking in
the following way (Linkage, 2001, p. 19):

¢ Create and deliver a vision of the future that improves cus-
tomers’ lives.

e Establish and commit to strategies and a course of action to
accomplish that long-range vision.
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¢ Communicate a clear vision of the desired future state to
employees, customers, and suppliers and other stakeholders.

The Linkage study (pp. 19-29) identifies the following skills
that support this leadership competency:

e A leader understands trends, their implications, and opportu-
nities in the global environment (customer, technical, health
care, regulatory, and so on).

e A leader gathers information from multiple sources, including
customers, peers, staff, and external experts.

e A leader looks to the future, using the global marketplace,
technology, and business knowledge to identify emerging
opportunities and then seizes them.

e A leader balances opportunities, resources, and investments to
maximize growth.

e A leader effectively communicates the business vision and
strategies to align the organization with the strategies.

e A leader effectively translates the business vision and broad
strategies into concrete actionable strategic plans and goals.

The Leader as Driver of Change

Managing current performance while innovating for the future is a
crucial task for leaders and their teams. Ultimately, it is the leaders’
action or inaction that determines the fate of their organizations.
Industry leaders who focus solely on the present rarely enjoy endur-
ing success. Those who remain successful, by contrast, do so by
managing short-run excellence as they drive long-term innovation
and change.

The primary goal of the Harvard Business School executive
program Leading Change and Organizational Renewal (http://
www.exed.hbs.edu) is to explore ways that organizations can trans-
form themselves. The program draws from the work of Harvard pro-
fessors Clayton Christensen, David Garvin, Rosabeth Moss Kanter,
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Charles O'Reilly, and Michael Tushman in addressing the difficult
issues of leading change, innovation, and organizational renewal.
The program focuses on the senior team’s role in leading change
and the in building the organizational architectures that drive both
incremental and disruptive innovation. Participants learn to antic-
ipate shifts in competitive demands, respond proactively to change,
and effectively manage innovation for both today and tomorrow.
The program also provides participants with an integrated set of
concepts and tools for leading innovation, change, and organiza-
tional renewal. These tools are directly linked to specific cases and
the experience of practicing managers in a number of companies.
Curriculum topics include the following:

¢ Building organizational architecture for short- and long-term
success

Strategy objectives and vision
Organizational arrangement

Human resource capabilities

Work process and task interdependencies
Fit and congruence

¢ Understanding the dynamics of innovation and organizational
change

Why organizations often fall victim to past successes
Roots of organizational inertia

Role of industry standards and dominant designs on firm
performance

Role of technological substitution and disruptive technolo-
gies on firm performance

Effect of technological cycles on organizational evolution
and drive innovation

e Adapting leadership styles

Managing contradictions: stability versus experimentation,
continuous improvement versus revolutionary innovation
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Important levers to shape organizational capabilities for
short-term advantage and long-term renewal

Proven management processes for getting things done
Role of the senior team in managing change

Role of leadership styles and behaviors in shaping innova-
tion, learning, and change

¢ Developing competencies to play the dual management game

The efficiency game: aligning strategy, structure, people, cul-
ture, and processes

The game of organizational renewal: knowing when and
how to initiate revolutionary innovation and change

Companies such as Johnson & Johnson, Hewlett-Packard,
Merck, 3M, Procter & Gamble, and Motorola all have enduring
core values that remain fixed while their business strategies and
practices endlessly adapt to a changing world. These companies
understand the difference between what should never change and
what should be open to change. This rare ability to understand how
to manage continuity and change is addressed in the Stanford exec-
utive program, Leading and Managing Change, directed by Profes-
sor Jerry Porras (http://www.gsb.stanford.edu/exed). Within a
research-based framework, the program gives participants critical
insights to help them understand the complex processes of change
and key leverage points that will help them achieve the necessary
changes to drive their organizations into the future.

The Leader as Having a Teachable Point of View

According to Professor Noel Tichy of the University of Michigan,
a teachable point of view is a clear explanation of what a business
leader knows and believes about what it takes to succeed in his or
her own market. It identifies why a person approaches work as he or
she does; it lays out his or her assumptions and beliefs about the
business.
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Executives who attended General Electric’s Crotonville Lead-
ership Development Institute over the past ten years might have
found their teacher to be none other than Jack Welch, the former
company CEO. Welch spent an enormous amount of time taking
the hot seat in question-and-answer sessions, and he also spent a
significant amount of time teaching. He taught a variety of modules
critical to the development of leaders at GE. He considered such
sessions essential and was proud of his commitment. On numerous
occasions, Welch cited the importance of his frequent visits to Cro-
tonville to interact with new employees, middle managers, and se-
nior managers.

In The Leadership Engine, Tichy (1997) also cites Andy Grove,
former CEO of Intel, as a frequent visitor to the classroom to teach
Intel executives how to lead in an industry in which the product
(microprocessors) doubles in capacity every eighteen months.
Grove’s teaching sessions focus on the role of leaders in detecting
and navigating the turbulent industry shift in fast-clock-speed
industries such as telecommunications and computers.

The Ford Motor Company has systemized teaching as a means
of driving change through the organization. In an interview in the
Harvard Business Review (Wetlaufer, 1999), Ford CEO Jacques Nas-
ser maintained that Ford had to change its fundamental approach
to work and that teaching was the best way to do that. At Ford,
Nasser and his team created what they called their “teachable
points of view.” These leaders shared their teachable points of view
with the next level of executives. After debate and discussion, those
executives were trained as teachers and shared their teachable
points of view with their direct reports. Within three years, Ford
trained fifteen hundred leader-teachers who have in turn reached
fifty-five thousand employees with the message of how Ford needs
to change to survive.

In the University of Michigan’s executive education program,
Building the Leadership Engine (http://execed.bus.umich.edu),
Noel Tichy and the program faculty work with managers to develop
their own teachable point of view. A leader engages other people by
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translating his or her points of view into a dynamic story. Based on
these stories, people at all levels take actions that transform their
organizations. During the program, participants are coached in how
to create a compelling story of where their organization is headed
and how it will get there.

Tichy maintains that there are two reasons why the concept of
a teachable point of view creates better leaders. First, the very act
of creating and testing a teachable point of view forces executives
to step back from the day-to-day fray of the business and reflect on
their knowledge base. Implicit knowledge becomes explicit and can
then be questioned, refined, and honed to both the leader’s and
organization’s benefit.

Second, the teachable point of view engages leaders in one of
their most mission-critical tasks in today’s organization: developing
people. Leaders tend to develop other leaders by example. This can
take a long time and leave many insights unarticulated. The teach-
able point of view gives leaders an explicit body of knowledge to
impart. They construct a framework for their own ideas and then
transfer those ideas in a systematic way to others (Tichy, 1997).

Having worked with a number of successful companies such
as Ford, General Electric, Allied Signal, PepsiCo, and Intel, Tichy
argues that what these companies have in common is leaders who
place a high value on teaching and creating a culture within the
organization that to be a leader one must also be a teacher of others.

The Leader as Coach

In the past, the keys to a corporation’s success were its control of
physical and financial resources. Today and in the future, it will
be the control of knowledge. In the past, the worker needed the
company more than the company needed the worker. Today, these
roles are reversed: the company needs the knowledge worker far
more than the knowledge worker needs the company. The “orga-
nization man” has been replaced by the “free agent.” For many of
America’s most successful companies, the most important task
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of the leader is retaining and developing the next generation of
talent. This problem is exacerbated because many of these major
corporations are facing a demographic crunch. A large number of
experienced leaders are nearing retirement age, and there are a
dwindling number of experienced leaders “in the wings” waiting to
take their place.

Recognizing the fact that superior talent will be tomorrow’s
prime source of competitive advantage, companies like GE, Allied
Signal, Motorola, Ford, and Colgate are now focusing on the role of
leader as coach. As part of this emphasis on coaching, line man-
agers are being held more accountable for the development of their
people.

According to Marshall Goldsmith, a leading authority on the
development of leaders as coaches, coaching is a “how to get there”
process, not a “where to go” process. If the organization is headed in
the wrong direction, behavioral coaching will not make it change
course. Goldsmith maintains that the role of coach does not come
easily to many leaders. “One reason,” says Goldsmith (2000, p. 21),
“is that leaders, like most people, want to be liked. Leaders are often
afraid that confronting people about poor teamwork or other
behavioral shortcomings will cause them to be disliked.” It is ironic
that leaders shy away from the coaching role while the field of exec-
utive coaching— the practice of hiring coaches to improve the
skills of senior executives—is the fastest-growing area of manage-
ment consulting.

Goldsmith has crafted an eight-step process to train managers
in the role of consultative coaching. Before beginning the coach-
ing process the person being coached must

¢ Be willing to make a sincere effort to change
e Have the intelligence or functional skills to do the job

¢ Be working in an environment that provides an opportunity
for change

¢ Be working in an organization that has a fundamentally sound
mission and strategic objectives
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Goldsmith maintains that in the process of becoming effective
coaches, executives become better leaders because they are provid-
ing people with honest feedback and helping them in their devel-
opment. When people improve, their self-confidence is enhanced,
resulting in a more positive, responsive, and cohesive organization.

Goldsmith’s coaching process is taught in a number of leader-
ship development programs in companies, such as Motorola’s
GOLD program, and also in executive leadership programs in busi-
ness schools such as Tuck’s Global Leadership 2020 program.

The Leader as Creator of Culture

Truly great companies understand the difference between what
should never change and what is open to change, between what is
immutable and what is not. The task of the leader is to articulate
and preserve the core culture of the organization while stimulating
progress toward more immediate goals.

In the article “Building Your Company’s Vision,” Collins and
Porras (1996) define core ideology as a consistent identity that tran-
scends product or market life cycles, technological breakthroughs,
and management fads. It is the glue that holds an organization
together as it grows, decentralizes, diversifies, and expands globally.
This core ideology, in turn, consists of two distinct parts: core val-
ues—a system of guiding principles, and core purpose — the orga-
nization’s most fundamental reason for existence.

Collins and Porras (1996) maintain that companies tend to
have only a few core values, usually between three and five.
Strongly held and consistently practiced core values give culture its
power.

As a result of downsizing and an unprecedented number of
merged and acquired companies, there is a great need in organiza-
tions today for cultural leadership. Deal and Kennedy (1999) iden-
tify a series of steps leaders must take to revitalize many of today’s
weakened cultures.

First, the leaders must look inward to find their own personal
values and beliefs. Leaders who seek to rebuild the cultures of the
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companies and to recapture superior performance must hold strong
beliefs and be willing to stand up for them. Culture is about embrac-
ing deeply held beliefs about what it takes to succeed and to excel.

The next step is to find out what other managers and employ-
ees think the company stands for. Deal and Kennedy (1999) suggest
a “walking the halls” exercise to find out what employees think is
really at the heart of the business.

Step 3 is a collective process to pinpoint or hammer out a set of
shared core values. Hewlett-Packard’s HP Way and Johnson &

Johnson’s Credo are examples of documents that set out core values.

The Leader as Decision Maker

Today’s leaders must be equipped to handle information overload,
a data-intensive environment, and profound ambiguity. To succeed
in this environment, managers must be trained in a sound process
for framing problems and making decisions. The University of
Pennsylvania’s Wharton School program Critical Thinking: Real
World, Real Time Decisions (http://www.wharton.upenn.edu/
execed) provides a set of models for framing problems and making
decisions. Led by Professor Paul Schoemaker, the program helps
managers separate the merely incidental event from the systematic
pattern, convert expert yet conflicting opinions into useful insights,
and identify acceptable risks in alternative decisions. The program
presents the following six key frameworks through which managers
discover the key elements of effective decision making.

e Decision framing provides strategies for framing problems.
Framing highlights what is important and what is not and
identifies the boundaries drawn around the problem, the refer-
ence points used to define success and failure, and the yard-
sticks used in measurement.

e Thinking framing identifies the biases or predispositions that an
individual carries around automatically by virtue of education,
occupation, or culture.
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e [ntelligence gathering examines the decision biases of overcon-
fidence, availability, and recency in making decisions. It
examines how to use the available information and how to
recognize when additional information is needed.

e Making choices identifies systematic approaches to weighing
options and explores decision rules and linear models.

® Group decision making provides a strategy for avoiding group-
think and identifies where in the four elements of a decision
(framing, intelligence gathering, coming to conclusions, and
learning from past cases) the group can make the greatest con-
tribution.

e [earning from experience avoids the human bias to claim credit
for successes and rationalize away failures by improving feed-
back loops and by analyzing not only the outcomes of past
decisions but also the processes that produced them.

Many companies are turning to spreadsheets and computer
models to gain critical insights into the decisions they face. Man-
agers today are asked to make fast, effective decisions of economic
consequence to their firms. The problems they face are challeng-
ing and beyond routine, requiring creative but analytically sound
approaches and solutions that can be explained in simple terms.
Both the Tuck School of Business at Dartmouth and the Univer-
sity of Pennsylvania’s Wharton School offer executive programs
in modeling for decision making. These programs teach managers
how to design, build, and test effective spreadsheet models and use
influence diagrams for problem structuring and prototyping for
model development.

The Leader as Driver for Results

To be effective, the overall goal of leadership development within
a company must be linked to the marketplace and to the firm’s long-
term strategic goals. The companies investigated in this research
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all focused on the accountability of the leader to achieve business
goals in a timely manner. A key theme throughout all the company
programs was to gain competitive advantage in the marketplace.
The focus on the leader as a driver for results was evident in case
studies, business simulations, and assessment inventories that were
administered prior to attending a leadership development program.

In many companies, leaders are assessed against a set of key per-
formance dimensions before attending a program. The content
of the programs is linked to these key dimensions. Senior execu-
tives focus on the company’s strategy and competitive pressures of
the external market, while program faculty speak knowledgeably
and with insight about the organization, its strengths and weak-
nesses, its vision, business challenges, and the strategic issues facing
the firm.

The following is an example of the “leader as driver for results”
dimension as applied in two successful companies as reported by

Linkage, Inc. (2001).

Abbott Laboratories: Drive for Results

Collaboratively set challenging goals.

Keep self and others focused on key performance indicators.

Set short-term objectives that drive toward long-term goals or
strategies.

Support staff with necessary resources to meet objectives.

Hold self and others accountable for delivering high-quality
results.

Regularly evaluate self and staff on goal attainment.

Colgate-Palmolive: Taking Responsibility for Results

Take responsibility for the performance of all key accounts.

Evaluate all business plans continuously.

Deliver on commitments.
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Whereas all of the companies conduct evaluations to determine
the impact of their leadership programs, Colgate focuses on the key
accountability aspect of the program.

Useful Pedagogies
The Case Method of Instruction

The case method is one of the principal methods of instruction used
by leading business schools and most internal corporate leadership
development programs. Long identified with the Harvard Business
School, the case method is known for its active, discussion-oriented
learning mode, disciplined by problems drawn from the complexity
of real life.

A case is a statement of conditions, attitudes, and practices
existing at some particular time in a company’s history. It usually
describes a situation in which the company is facing or has resolved
a challenging problem or problems. A case differs from a problem in
several respects. A case typically contains several problems. Some
of these problems may be self-evident, but more frequently the key
problem or problems must be identified. One of the very real
benefits of the case method of instruction is the extent to which it
forces the learner to identify problems.

A case provides some, but not all, of the information that was
available to executives at the time they had to resolve a challeng-
ing problem. It frequently includes data on alternative courses of
action. Because it is an attempt to reconstruct a real-life situation,
a case is purposely written in a manner that requires the rearrange-
ment of facts and interpretation of these facts, including the evalu-
ation of opinions, behaviors, and intentions. Many of the facts may
be relevant to the solution of the problem presented in the case, but
some may be irrelevant. This arrangement of the descriptive mate-
rial, in a somewhat unstructured way, in itself simulates experience.
Data available for the solution of a problem are never presented in
an orderly and systematic manner.
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[t should be emphasized that the case method does not provide
“the answer.” In most case discussions, several viable “answers” are
developed and supported by various segments within the group. An
instructor may or may not suggest the pros and cons of various alter-
native actions. What actually happened or what any one person
thought ought to be done is of no great significance; what is
significant is the analytical process that the learner follows in
developing one’s own solution.

Business Simulations

A business simulation experience puts managers in the position of
operating businesses in a competitive environment. The goal is for
participants to learn by doing. Working in small teams, participants
first read and analyze the simulation situation that describes the
business and industry, as well as supporting materials and reports
describing the industry and competitive forces. Using this informa-
tion, participants in the simulation develop a strategy and make
business decisions in key areas.

Because the computer can condense time, participants are able
to see the future impact of their decisions on performance and on
customer retention. A computer-based simulation provides the
complexity of multiple time horizons. During a typical simulation,
the members of a team run their business for several years so that
they can learn the risks of making shortsighted decisions. They
experience the difficulties of operating with restrained resources in
a changing environment. Simulations are detailed enough to pro-
vide for strong competition and realism. Many participants observe
that it is the best way to experience how all the various functions in
the corporation are interrelated.

Simulations allow a manager to experience the role of leader in
realistic terms. Often in leadership development programs, simula-
tions allow participants to examine their leadership styles while
addressing strategic actions within teams. Such programs have been
found to result in improved attitudes toward self-development and
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more effective transference of concepts into practice. The classroom
setting provides an opportunity to debrief these behaviors and pro-
vide immediate feedback. The purpose of the debriefing is to gain
self-awareness. How did the team function? How did each partici-
pant function and perform as part of the team? How were problems
resolved? How were decisions made? The approach is inductive.
Managers start by examining their own behavior in the simulation
and then go on to lessons about leadership that they then can apply
when back on the job.

This activity has proved to be an extremely effective way to
induce behavioral change in individuals. Learning is an iterative
process of action and reflection that takes place over time. In a
business simulation, participants have the opportunity to gain valu-
able insight into their own behavior and discover areas that need
improvement.

Action Learning

Action learning extends the learning process beyond the classroom
walls by providing the opportunity to apply concepts learned in the
classroom to an issue of major importance to the corporation. It
places classroom training in context and enhances the transfer of
skills and knowledge. In most leadership programs that incorporate
action learning, participants bring an individual or team project
they are working on to class to use as an example to which to apply
newly learned skills and knowledge.

In many companies, the composition of the action learning
team is structured so that team members represent different geogra-
phies, functions, and lines of business. On average, an action learn-
ing team has five to eight members. A typical team might have a
marketing manager from Texas, a business development manager
from Singapore, an engineer from Germany, a human resource
manager from Illinois, and a quality director from Mexico. This mix
reflects the nature of global work teams today, in which leaders no
longer have the luxury of working with a team located in the same
building or even the same country.
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In all of the companies interviewed, participants did not choose
their action learning project— the project was selected by a senior
executive who then became the project sponsor. These senior exec-
utives were advised to select a strategic business issue that “kept
them awake at night.”

Here are some examples of typical action learning projects:

¢ Creating and establishing a pervasive brand identity and dom-
inant market presence in China

¢ Developing a global supply chain management process

¢ [dentifying the expectations of on-line shoppers and opportu-
nities for competitive advantage in the “e-tail” experience

Prior to attending the program, the senior sponsor briefed the
team on the nature of the project and the expected outcomes. Fac-
ulty with expertise in the area were available to the team as
resources. Teams had to find time to make progress on the action
learning project between the program sessions. Since the team’s
action learning project was in addition to each individual’s regular
managerial responsibilities, team members had to schedule confer-
ence calls and project review meetings over and above the normal
work activities. This is consistent with the belief that outstand-
ing leaders must find ways to achieve outcomes despite time and
resource constraints.

In summary, the characteristics of a typical action learning
experience include an emphasis on learning by doing, a team
approach to learning, a focus on an actual and substantive company
issue that puts participants into problem solver roles, and the
requirement that the team learning is formalized into a presentation
to senior management.

Leadership Development: A Systems Perspective

The most successful leadership development efforts in corporations
take a systems approach that extends beyond the classroom experi-
ence. In these companies, leadership skills are augmented through
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360-degree assessment and feedback, coaching, key development
assignments, and mentoring.

360-Degree Assessment and Feedback

Assessment is a commonly shared element in the leadership devel-
opment process of the companies studied. Corporations have taken
to heart the idea that leaders must “know themselves.” Because
managers find themselves in multiple roles as bosses, subordinates,
colleagues, and participants in client relationships, the use of 360-
degree assessment provides managers with feedback from multiple
levels in the corporation as well as from customers outside the com-
pany. Among the most commonly used assessment inventories are
Benchmarks, a product of the Center for Creative Leadership, and
Profilor, a family of assessment inventories developed by Personnel
Decisions, Inc. for different levels of management.

Both the Center for Creative Leadership and Personnel Deci-
sions, Inc., along with a number of other management consulting
firms, offer professional, experienced consulting staff to work with
individual managers to enable them to build on their strengths and
identify their development needs. In some organizations, assess-
ment precedes the design of the development program and drives
the selection of the program content. In other instances, where the
content of the program is driven by current business issues, assess-
ment and coaching are used as parallel development initiatives.

Executive Coaching

Today, executive coaching is one of the most popular vehicles used
for developing leaders. Coaching bridges the gap between what
managers are being asked to do and what they have been trained to
do. Managers use coaches to help employees understand the new
work environment. As companies shift away from a traditional top-
down, command-and-control organization structure, coaches teach
managers how to motivate rather than command, as well as how to
communicate with workers and elicit their opinions.
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Managers at all levels, experiencing a void in mentoring and
advising from inside the company, are enlisting coaches for guid-
ance on how to improve their performance, boost profits, and make
better decisions about everything from personnel to strategy. Orga-
nizations are so lean today that often managers do not have time for
some of the traditional roles of advising, motivating, and training.
“You're paid for what you produce, not for time you spend develop-
ing people,” observes Karen Cates, assistant professor of organiza-
tional behavior at Northwestern’s Kellogg Graduate School of
Management (Morris, 2000, p. 146). The nature of work today dif-
fers so greatly from the past that you cannot turn to your gray-haired
mentor and ask, “From your 30 years of experience, how does one
handle a dot-com?” remarks Barry Mabry, a partner at Ernst &
Young. “Nobody on earth has experienced this kind of business
environment” (p. 146).

There is not much consensus about what kind of business expe-
rience or academic training qualifies someone to be a corporate
coach. Coaches come from many different backgrounds. Some are
organizational psychologists; other have backgrounds in consulting
or sales. Rather than any type of credentialing, managers choose
coaches primarily through word-of-mouth recommendations from
colleagues.

Sun Microsystems pays particular attention to coaching its
more than one hundred vice presidents in its Leadership Develop-
ment Program. Each vice president’s assessment profile is reviewed,
and individual coaching is tailored to his or her needs. As Sun rap-
idly evolved from an entrepreneurial upstart into a $12 billion
organization, executives found themselves in bigger jobs than they
had ever imagined. Many of these executives had to be developed
on the job through coaching.

Key Development Assignments

Although development is most commonly thought of as what
occurs in training programs and much of what corporations describe
as development takes place in the classroom, most of the develop-
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ment described by successful executives occurs through on-the-job
experiences. In their groundbreaking study, The Lessons of Experi-
ence, McCall, Lombardo, and Morrison (1988) documented the
power and effectiveness of job assignments as a tool for leadership
development. In interviewing executives about events that had a
significant impact on the way they lead and manage their compa-
nies, these executives described challenging experiences, which for
the most part occurred outside the classroom.

As a result of this research, five kinds of job assignments were
identified as having unique development opportunities: start-ups,
turnarounds, leaps in scope, task-force assignments, and line-to staff
switches. Each type of assighment teaches a unique set of skills. For
instance, start-ups require a leader to bring something new into
existence. The leader has to learn the art of identifying what is
really important out of the myriad of tasks that need to be done and
then how to select team members and organize them to get the job
done. Often this is with minimal direction from above. By contrast,
in a turnaround situation, the leader is sent in to fix an operation
besieged with difficulties. Here the leader must work with demoral-
ized and perhaps hostile or incompetent subordinates and untangle
the complexities that underlie the faulty operation. From these
experiences, leaders learn how to diagnose organizational problems,
build or redesign control systems, and make tough decisions that
inevitably result in human pain.

Unfortunately, using experience for development is not as
simple as it may appear. When an organization has to quickly put a
new start-up in place or confront a failing operation, it usually looks
for someone who has successfully done that before, not someone for
whom this is a learning experience. In other words, the pressures of
the business tended to override the leadership development needs
of the individual. Despite the obstacles, companies recognize that
leadership skills are developed through certain experiences. No one
is born knowing how to fix a troubled business or make the success-
ful transition from a technical manager to a general manager. These
skills are learned on the job, and successful companies provide both
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learning opportunities and on-the job-support for learning as an
integral part of their leadership development process.

Mentoring

The lessons learned from relationships are an important balance to
the lessons learned from assignments. If assignments teach what
needs to be done in certain situations, it is from mentors that lead-
ers learn to form the values that guide their actions. Through the
process of mentoring, the norms and values of the organization are
passed on to the new members.

As aspiring executives move into upper levels of the organiza-
tion, there is another culture that they must be acquainted with—
the culture of institutional leadership. In making the transition
to senior management roles, managers must learn to think differ-
ently. Mentors can help ease this transition to senior management
roles. The primary role of the mentor at this level is to help the ris-
ing manager develop his or her own vision. Mentors also provide
immediate and practical help to their mentees in such areas as how
to negotiate a union contract, the most humane way to close down
a plant, or the best way to navigate the organization’s informal polit-
ical system.

Summary

Globalization, information technology, and the deregulation of
markets have created a more volatile and more competitive busi-
ness environment. Companies attempting to compete in this envi-
ronment have recognized the need for talented leaders who are
capable of driving large-scale organizational change. This has led to
an explosion of interest in leadership development both in organi-
zations and in business schools.

In the research conducted for this chapter, considerable over-
lap was found to exist in the content of the leadership development
programs used by corporations and business schools. The leader
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as a strategic thinker, driver of change, person with a teachable
point of view, coach, creator of culture, and driver for results are the
focus of both university-based programs and those developed by
corporations.

In terms of pedagogy, university programs are still more cen-
tered on lectures and case studies, while corporate programs place
greater emphasis on business simulations, action learning and
assessment, and coaching. University-based programs, with a focus
on the individual, can be viewed as a broadening experience and a
way of preparing individuals for positions of senior leadership in the
corporation.

Company programs are more tied to the unique needs of the
corporation. For example, GE uses the leadership development pro-
grams at Crotonville to transform the organization. Motorola uses
the Global Organization and Leadership Development Program to
address key business issues the company faces. Ford uses leadership
development to drive change within the organization. The indi-
vidual is developed in support of organizational goals. All of the
company programs took a systems approach, going beyond the
classroom experience to build skills through job assignments, men-
toring, and coaching.

The development of future leaders continues to be a challenge
faced by all successful organizations. As the pace of change contin-
ues to increase, the need for leadership at all levels grows more crit-
ical. No single approach to leadership development is best; the
combination of dimensions and the relative weight given to each
dimension vary with the needs of the organization and change over
time. Likewise, the leadership development field is not static; it
is always changing and incorporating new concepts and applica-
tions in response to changes in the marketplace. Perhaps the best
approach to developing future leaders is to continually reexamine
leadership development efforts in light of best practices in corpora-
tions and groundbreaking research at the top-ranking business
schools.
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Chapter Five

Professional Military Education

A Serious Enterprise for Leaders

Robert C. Hughes, Richard Haney

No profession in the United States values education and profes-
sional development more highly than the military or puts more of
its resources there. This emphasis begins in the first days of the
enlisted person’s experience, as it does with officers, and it contin-
ues for the entire period of his or her service, be it a few years or an
entire career. Here we shall focus on officers, however, and shall
select from the educational strategies designed for them those
aspects of military training that may be equally useful in preparing
men and women to be principals of schools from kindergarten
through the twelfth grade.

An interlaced system prepares officers at every level, from cadet
to general, building strengths and skills one step at a time. Such an
ambitious system must be elaborate, of course, and substantial
bureaucracies are needed to administer it. Nonetheless, it is equally
important that the system remain flexible and robust, or it will fail
the people it proposes to engage. Each new commander brings
unique perspectives and skills, just as new teachers and classes of
students do, and as people constantly move from staff and opera-
tional assignments to directed study and back again, their practical
experiences help keep the programs fresh and relevant to the tasks
they will expect to perform in the field.

Six features of military education and skills training are partic-
ularly germane to the challenge of preparing school principals:
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1. Ideally, the system evaluates a person’s potential for leader-
ship, provides the education to realize that potential, and then mea-
sures performance in order to determine how far and fast he or she
advances. Obviously, no two experiences will be exactly the same,
even when they are equally successful, but the arc from first to last
is roughly similar.

2. People are given responsibilities and attain ranks that corre-
spond to their experience and education. Each level builds on com-
petencies developed in the preceding level and employs an evolving
mixture of professional learning, leadership opportunities, and
work, whether done individually or in groups.

3. When everything works as it should, the training and edu-
cation programs are geared to the particular tasks and missions that
service personnel will encounter professionally. Some ways of learn-
ing are more useful than others in reaching certain given objectives,
just as different people learn in different ways. But mentoring by the
profession’s “graybeards” is usually effective, and so is role playing.
Case studies in the classroom can provide the basis for investigat-
ing the ways decisions present themselves and judgments are made.
Situations of ever-increasing complexity can be used to initiate stu-
dents into the process of exploring more and more intricate prob-
lems and learning how to go about breaking them into their various
components and ultimately solving them. Students will eventually
find their own levels, and only the most astute and determined will
be able to reach the heights of synthesis and evaluation. Nonethe-
less, valuable experiences will be gained along the way, and flashes
of insight and truly fresh thinking invariably depend on the hard
analytical work that has preceded them.

4. The entire educational system is subject to constant review
and periodic recertification. Sometimes this is done by academic
accrediting agencies, sometimes by organizations within the Joint
Chiefs of Staff or even by committees of Congress. Always the key
questions are whether the system is achieving its stated objectives
and whether it is meeting its approved standards.
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5. Accountability is the system’s watchword and applies at
every level, from the Joint Chiefs to the basic programs of instruc-
tion and the teachers responsible for them.

6. Finally, the key to success rests always with the individual
officer. He or she is responsible for taking advantage of what the sys-
tem offers, for seeking new opportunities and accomplishing ever
more difficult tasks, and for performing well and getting results.
From this process our leaders emerge.

A congratulatory letter like the one in Exhibit 5.1 is commonly
received by an officer when he or she is promoted or has performed
well in a given assignment. It demonstrates how closely senior
officers connect promotion with education, as well as how clearly
promotion is about the possibilities of the future as much as it is
about the accomplishments of the past. Furthermore, performance
is imagined primarily in terms of leadership, the ability to commu-
nicate, and a mastery of problem-solving techniques.

In fact, we want to underscore the truth that leadership is by no
means the exclusive province of senior officers. Quite the contrary,
it is critical also at the initial stages of officer education. The Army
and the Marine Corps, in particular, operate on the assumption that
leadership skills can and therefore must be taught early, and so lead-
ership training assumes an important place in the cadets’ formative
years in every service academy. While academics are often tapped
to “teach” leadership to individuals from a theoretical point of view,
in military training programs at places like the Air Force Academy,
officers design field exercises that reinforce various concepts of lead-
ership, among other ways by emphasizing team building. They may
also draw on historical examples of “great captains,” and of course
they themselves model leadership as they mentor the cadets.

In the pages that follow, we shall examine the ways military
education links education and promotion to leadership and man-
agement, tracing their evolution from the beginning of a career
through years of service up to retirement. At the same time, we
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Exhibit 5.1. Congratulatory Letter.

DEPARTMENT OF THE AIR FORCE
HEADQUARTERS UNITED STATES AIR FORCE
WASHINGTON, D.C.

Captain Robert C. Hughes 16 Jui 1380
AF/XOXLL

Dear Captain Hughes

Your recent promotion to Major and selection for Intermediate
Service School is indicative both of your past performance and a
measure of your future potential. I wish you continued success
and many more years of distinguished Air Force service.

My warmest congratulations to you and Mrs. Hughes on this
important occasion,

Sincerely

CHARLES A. BRIEL, Lt Gen, USAF
Deputy Chief of Staff
Operations, Plans and Readiness
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shall highlight the “best practices” that are equally germane to pro-
ducing school principals who can lead their faculties; oversee the
development of high-quality curricula; marshal, manage, and apply
their available resources effectively; and perform their duties at a
high level of excellence.

Leadership and Management

Leadership and management skills are obviously central to the mil-
itary system, focusing as the system does on preventing war at the
same time it educates people to prepare for, prosecute, and termi-
nate war. A high percentage of the men and women selected to be
officers are already well educated, and a striking proportion of their
careers will then be devoted to further education and training. Typ-
ically, officers spend between a quarter and a third of their time in
schools, either as students or as instructors, but when we add less
formal kinds of training like self-development projects, that figure
may well increase to half.

From start to finish, the system is designed to develop leader-
ship. For example, in its Policy Directive 36-23 on military educa-
tion, the Air Force asserts that its programs “improve warfighting
knowledge and skills and prepare officers to assume higher levels of
command, staff, and operational duties and responsibilities.” Only
the best-qualified officers are chosen for advanced training, and the
highest standards prevail.

Fundamental questions are periodically revisited. For instance,
are managers and leaders the same? Are leaders made or born? The
answers to such questions are the keys to shaping the military’s
approaches to developing and advancing future leaders. But terms
like leadership and management clearly overlap, even though leader-
ship typically denotes one person’s influence on others while man-
agement refers to marshaling and administering resources.

The Department of Defense currently defines management
inclusively as “a process of establishing and attaining objectives to
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carry out responsibilities. . . . Management consists of those con-
tinuing actions of planning, organizing, directing, coordinating,
controlling, and evaluating the use of men, money, materials, and
facilities to accomplish missions and tasks.”

Management is therefore somewhat broader than leadership,
in that it deals with people as well as other resources. As a 1988
Defense Department pamphlet, The Armed Forces Officer, puts it,
“People are led, and things are managed. . . . Management, like pol-
itics, is the art of consensus and accommodation to the possible.
Leadership is the art of creating a willing followership for a common
cause that may appear impossible. An Armed Forces officer will find
need of both skills. Only a few will become ‘great captains,” but all

rn

can be ‘leaders.

No definition of leadership prevails across the military spec-
trum, and even within one service, definitions may vary. In 1948,
for instance, the Army called leadership “the art of influencing
human behavior through ability to directly influence people and
direct them toward a specific goal.” More recently, however, it
officially defined leadership as “influencing people —by providing
purpose, direction, and motivation —while operating to accom-
plish the mission and improving the organization.”

The conclusion, however, is that leadership makes success pos-
sible, however success may be defined in each particular instance.
Officers lead their subordinates and staffs, and junior officers are
commonly expected to train sergeants and petty officers below
them. Except in purely technical specialties, leadership skills deter-
mine selection and advancement.

Therefore, the military answers the question “Are leaders made
or born?” by concluding that they are both: most people have some
innate leadership qualities, and these can be developed and
improved. The Armed Forces Officer states, in fact, that the military
“will provide ample opportunity for both academic and hands-on
development. Being a junior officer involves primarily learning,
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developing skills, and being afforded the opportunity to dem-
onstrate enough proficiency and knowledge to be given greater
responsibility.” At the same time, not everyone can be a leader, and
the Marine Corps’ mission flatly states that “those who do not show
the potential to develop the leadership qualities we have come to
expect of Marine officers must not be commissioned.”

Of all the services, the Army has perhaps the most fully articu-
lated program for developing leaders, and its model is grounded on
three interlocking pillars:

1. Institutional training and education. Progressive courses
instruct officers in the skills, knowledge, and requisite abilities to
capture leadership positions in Army organizations. School com-
mandants are responsible for designing and developing curricula to
support this overall goal.

2. Operational assignments. Experience in staff positions allows
Army officers to be proactive and to hone their skills at the same
time they are broadening their experiences and preparing them-
selves for increasing responsibilities. Commanders are charged with
setting an example for their subordinates while inspiring and guid-
ing them. Many conduct more formal programs that involve read-
ing and study and offer certification, and their assessment of junior
leaders commonly helps the latter improve their performance while
identifying those most likely to advance to the highest levels.

3. Self-development. All officers are expected to maximize their
strengths as leaders, minimize their weaknesses, and continually
assess themselves to measure their progress. Commanders, peers,
and even subordinates can offer feedback that will assist this pro-
cess. Leaders are expected to seek increasingly challenging assign-
ments and to develop personal plans for self-improvement.

For optimal success, all institutional leadership training and
education must, of course, be integrated with operational and staff
assignments, as well as with individual plans for self-development.
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Officer Professional Military Education

The single most important document to set out the overall objec-
tives, policies, and responsibilities for officer professional military
education is the March 1, 1996, Chairman of the Joint Chiefs of
Staff’s Instruction 1800.01.! Overriding the different services’ indi-
vidual systems, no matter how comprehensive, this document
defines objectives and specifies “the fundamental responsibilities of
the major educational participants in achieving those goals.”

[t focuses specifically on “jointness” — on requirements for the
“broad, multi-service education for U.S. military leadership.” Here
the Chairman formulates policies designed to coordinate and inte-
grate the armed services’ military education and training programs.
Furthermore, it specifies the standards to be achieved and the sub-
ject matter to be mastered, lists procedures that will ensure the
highest-quality education, explains the review and certification pro-
cess, and describes the charter and mission of the Chairman’s own
National Defense University as well as its components. Finally, it
offers guidance to both students and faculty members who make up
the learning communities in each institution.

The document assumes that joint professional military educa-
tion is a careerlong effort and focuses primarily on the intermediate
and senior levels, which is to say on ranks major through colonel —
a period that may include a career span of ten to thirty total years of
active duty. It also underscores the significance of leadership across
the spectrum, from precommissioning through the intermediate
grades to senior levels, emphasizing each service’s responsibility to
bring its officers to the level of responsibility where the need for
interservice cooperation becomes obvious. That is to say, each
officer must become proficient as an airman, sailor, soldier, or
marine and master a whole range of appropriate skills before he or
she reaches the level of intermediate and senior education. Need-
less to say, the requisite training for specialties within each service,
such as the infantry or artillery, is complex and demanding. For
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example, officers must be prepared for command positions; special-
ists in nuclear weapons, submarine warfare, and biochemical
defense must be highly educated; and foreign-language instruc-
tion, to be effective, may take several years of intensive work.
(Exhibit 5.2 illustrates a typical career path for an infantry officer in
the Army, indicating his or her rank, formal schooling, and opera-
tional assignments.)

Above all, however, the Chairman underscores the importance
of the mentor role, insisting that “officers share responsibility for
ensuring the continued growth of themselves and others.” More
and more, the services emphasize mentoring as an instructional
methodology. At the Air Force Command and Control Training
and Innovation Group in Florida, for instance, as well as at Air

Exhibit 5.2. Typical Career Path for an Army Infantry Officer.

Years of Service

0 5 10 15 20 25 30
. . . Lieutenant
Lieutenant| Captain Major Colonel Colonel
Officer Career Command Senior Service
Basic Course and Staff College
Course College
Initial Company Branch Battalion Brigade
Duty Command  Qualification Command Command
with
Troops Branch Specialty Branch Branch
Qualification Assignments Assignments  Assignments
Specialty Joint Duty Specialty Specially
Qualification Assignments  Assignments
Advanced
Advanced Degree Joint Duty Joint Duty

Degree (Possible)
(Possible)
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University in Alabama, newly retired general officers with a store-
house of experience are brought in to teach courses for a week or
two at a time.

Finally, the Chairman establishes a mandate for close coordi-
nation between the training and education communities in order
to focus on common goals and “develop the best possible leadership
for the U.S. Armed Forces.” One link between these two commu-
nities is the Universal Joint Task List, which specifies functions that
“might have to be performed by a joint force.”

The interconnectedness of the military education system is so
basic that it is often spoken of as having a “strategy-to-task” ground-
ing. Important but implicit connections between theory and prac-
tice, between knowing and doing, are often not articulated and over
the years may in fact have been lost. They are, however, funda-
mentally important to the military itself and to the aspects of it that
may be germane to developing principals who can lead their schools
to increasingly impressive levels of achievement.

Framework for Officer Professional Military Education

The Chairman of the Joint Chief’s Instruction includes a three-
level framework for officer military education. The primary level
includes lieutenants and captains; the intermediate focuses on
majors; and the senior, on lieutenant colonels and colonels. At
each level, the principal focus is calibrated on the major levels
of war— tactical, operational, and strategic; the progressive and
sequential flow from simpler to more complex tasks; and the dis-
tinctions between individual service schools and joint schools like
the National War College.

For the purposes of this discussion, we want to underscore once
again the fact that the entire military system is composed of smaller
interlocking systems, and Exhibit 5.2 demonstrates the essentials of
intensive, sequential, and progressive education. The primary stage
proceeds from accession through the first five years of service; the
intermediate stage generally affects majors with ten to fifteen years
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of service; and the senior, lieutenant colonels and colonels with
fifteen to twenty-two years of service. For the most part, each level
is linked closely to the relevant leadership responsibilities and a pat-
tern of gradual advancement based on accumulating skills.

There are significant variations, of course, between individuals,
as between different career paths and the separate services. The
Navy, for instance, seems to put less stock in mandating sequential
levels of military education on the basis of an officer’s grade and on
occasion in the early 1990s sent very junior officers to senior war
colleges. Furthermore, it shows little reluctance to pull officers from
schools to undertake operational assignments.

As another variation, a major who receives an early promotion
to lieutenant colonel or the equivalent in the sea services may
never attend the intermediate-level school with a curriculum
designed for majors. Over the past twenty years, the Air Force has
periodically insisted on sending its “best” lieutenant colonels
and colonels to the Air War College at the Air University rather
than to the National War College or the Industrial College of the
Armed Forces at Fort McNair— the foremost joint colleges in the
system. At other times, however, there has been no such pattern.

Courses at the primary level may vary from nine to forty-three
weeks, depending on the service, for the duration and curricula of
the different primary-level schools have been less standardized than
they are at the higher levels. Indeed, the Chairman’s Program for
Joint Education begins seriously only at the intermediate level.
Nevertheless, the emphasis on leadership and management remains
constant, since leaders who don’t begin to develop early are likely
not to develop at all.

Student Selection and Mix

On the one hand, each service has its own policies and procedures
to choose students for its own schools at whatever level. Each also
decides who will go to the other services’ schools, to joint schools,
to academic programs at selected colleges and universities, and to
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international institutions like the NATO Defense College in
Rome. On the other hand, the Chairman requires that seminars
in individual service programs include “at least one officer from
each of the two nonhost Military Departments.” For example, sem-
inars at the College of Naval Command and Staff at Newport,
Rhode Island, should include at least one Air Force officer and one
Army officer. At senior-level colleges, at least 20 percent of the stu-
dent body should be made up of nonhost officers. In addition, pro-
visions have been made to include international students as well as
civilians from the Department of Defense and other government
agencies.

Student-Faculty Ratios

Congressional interest in the late 1980s and early 1990s spurred the
military schools to maintain excellent student-to-faculty ratios. At
the intermediate level, the goal is four students to each member of
the faculty, while at the senior level, the goal is a ratio of 3.5 to one.
When the faculty are experienced and highly qualified, the students
have exceptional access to superior learning.

Active Learning

The military education system emphasizes the virtues of active
learning, by which we generally mean seminar discussions, role
playing, case studies, joint projects, war game exercises, simulations,
oral presentations, research and writing, and regional studies over-
seas in selected schools. Lectures, however, do not have to be pas-
sive experiences, and the best ones are anything but that.
Especially over the past ten years or so, the military has hired
civilian faculty members with excellent research backgrounds as
well as teaching skills, and such men and women have enhanced
the quality of its overall faculty. Many teachers at senior institutions
like the National War College come from a variety of government
agencies, a fact that has also helped diminish the need to bring in
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outside lecturers: since the 1970s, the number of lecturers has
dropped from nearly two hundred annually to about ninety at
National. Nonetheless, Washington, D.C., is home not only to the
federal government but also to many experts in foreign and security
affairs at think tanks, as well as foundations, and it only makes sense
to take advantage of the very best talent available for lectures and
guest seminars.

The National War College

The National War College, also known simply as National, was
founded in 1946; its sister college, the Industrial College of the
Armed Forces (ICAF), was founded in 1924. Both are components
of the National Defense University at Fort Lesley ]. McNair, the
oldest active Army post in continuous existence, and together they
represent the pinnacle of the professional military education sys-
tem. Large numbers of their military and civilian graduates have
held or now hold high diplomatic, military, and political leadership
positions both in this country and abroad. More important for our
purposes, however, is that the ways these institutions approach
teaching may be applicable to the education of school principals in
the United States.

National’s mission has not essentially changed in more than
fifty years. Noting that its graduates would most likely exercise great
influence over national and foreign policy in both peace and war,
the board president who recommended that the college be estab-
lished explained that it would be “concerned with grand strategy
and the utilization of the national resources necessary to implement
that strategy.” In restating its mission for the twenty-first century,
again the institution emphasized the preparation of future leaders,
whether for the armed forces, the State Department, or other civil-
ian agencies. Leadership, after all, is the exercise of great influence
over human endeavor in whatever field.

The curriculum and teaching practices at ICAF are some-
what different from those at National, for it focuses, by mandate of
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the Chairman, “on the resource component of national power,
with special emphasis on materiel acquisition, joint logistics, and
their integration into national security strategy for peace and
war.” Historically, ICAF’s approach to senior leadership develop-
ment has therefore been more direct, detailed, and discrete than
National’s.

The ICAF core course on strategic leadership and decision
making has been complemented by opportunities for the student
body, their families, and the faculty to undertake self-assessments as
well as to engage in a self-directed program of executive develop-
ment. Students who get to ICAF are already highly motivated and
developed as leaders, of course, and to prepare for their next ten or
fifteen years of service, they take a candid inventory of their skills
and strengths.

Early in the academic year, students are presented with a series
of tools to assess their strengths and weaknesses and to determine
their behavioral preferences. Test instruments like the Myers-Briggs
Type Indicator and the Strategic Leader Development Inven-
tory help students do their own assessments. Subsequently, they
explore possibilities of steps they might take in various areas, either
to become more aware of their own ways of doing things or to
strengthen good points or modify aspects of their behavior with
which they are not wholly satisfied. At the same time, at both
National and ICAF, students do rigorous exercises and take tread-
mill tests and medical exams to obtain a personal physical profile.
Ample opportunities are provided for students to discuss and under-
take changes in their diet, to learn how to stop smoking, and to try
different ways of managing stress more effectively. Each student is
encouraged to formulate “individual plans to guide their develop-
ment” during the school year and beyond and to build into those
plans periodic future reviews.

The National War College, by contrast, has steadily deempha-
sized the development of executive skills in its program as a whole
and since the early 1990s has relegated such skills assessment to the
periphery. Working on the assumption that its students have already
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taken similar inventories and made necessary accommodations in
forging their personal leadership styles, National focuses more effort
on decision making at the highest levels of government. This focus
requires that students understand the role that policy plays or can
play, explore the intricacies of bureaucratic politics, study various
kinds of dominant leadership personalities, examine the compo-
nents of raw power, and engage in sustained rational deliberations
on the nature and application of natural power.

Seminars analyze examples of leadership within specific deci-
sion-making contexts. The curriculum proceeds from beginning to
end, or “strategy to task,” to examine what senior leaders might be
called on to do as they conceptualize, implement, and evaluate pol-
icy while operating in conjunction with others. In the process, stu-
dents explore ways they might refine their own capacities to act at
the highest levels within their own specialties. In short, National
regards leadership more as an art than as a science, while ICAF
approaches leadership more nearly like a business process.

The core curriculum at both colleges introduces students to a
variety of leadership roles simply by way of the faculty’s choice of
adult methods of learning. Seminars typically have about thirteen
students, for instance, who are reshuffled five times a year into dif-
ferent seminars, exposing each student to approximately one-third
of the study body in such settings. Each seminar has a student
leader, and students introduce the lecturers, lead discussions, and
from time to time give briefings. At one time or another, each stu-
dent plays various principal and subordinate roles while doing case
studies, projects, and exercises.

Twice a year, both National and I[CAF hold a special ceremony
to acknowledge the best essays a faculty committee has selected
from those submitted to it and takes notice of whatever special
research or other outstanding work has been done during that
period. The War College publicly awards five to eight seminal books
to each winner of its writing contest—an exercise that is part of its
ongoing effort to foster a lifetime of reading, professional develop-
ment, and personal enrichment.
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Lessons for K-12 School Principals

Two aspects of the National War College lend themselves particu-
larly to the preparation of school principals: its organization and the
structure of its curriculum. As for the former, its commandant has
typically been a two-star general or admiral, while the dean of fac-
ulty and academic programs is a colonel or the equivalent with
strong academic credentials. Although the commandant is respon-
sible for the success of the entire college, he serves best in a men-
toring and supportive role to the deans, the faculty, and the
students. The operation of the college itself rests largely with the
dean of students; the educational program, with the dean of faculty.
The commandant assumes the primary role, however, in external
relations outside the college and with the university and its presi-
dent, who is a three-star general or admiral. This ordering of respon-
sibilities has stood the test of more than five decades at National
while variously gifted people of uneven caliber as commandants
and deans have occupied each position. The structure survives
because it is simple and its leadership parts can be held accountable,
and therefore it may provide a paradigm of governance for K—12
schools.

The second remarkable dimension of the National War College
that may be useful in preparing school principals is the structure of
its curriculum. Each student takes a set of core courses, usually in
the mornings, and supplements these with electives that are gener-
ally offered in the afternoons. (Ideally, no student should have more
than thirteen hours a week of “seat time,” time spent attending lec-
tures, seminars, and electives.) The core consists of several large
interwoven blocks of study that provide a grounding in national
security strategy. This includes a section on international econom-
ics, a study of joint force capabilities, a review of the foundations of
military thought and strategy, an analysis of the national security
policy process, a survey of regional analyses and methodologies, and
preparation in overseas studies programs.

Like military officers, principals in executive development
programs should have a solid core curriculum. At the same time, a
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program of special courses tailored to the kinds of schools they may
lead or expect to lead would be nearly as valuable, for elementary
schools will be different from high schools, just as those in rural
areas will be different from urban or suburban schools and large
schools will differ from small ones. Finally, special needs schools are
in a category of their own. Fundamental to every educational ven-
ture we've described, however, is the fact that commitment and
passion can determine the success of any serious enterprise.

Self-Development and Assessment

Self-development programs for officers in each service vary in
design but not in intent, for each officer is responsible for increas-
ing his or her value to the institution. Self-assessment, for the most
part, is an informal and continuous process that depends on feed-
back from superiors, peers, and subordinates, and it is an important
tool to which the Army, for one, refers as “the key to success.” Unit
inspections, organization exercises, and other officers’ performance
of assigned missions give each officer opportunities for compari-
son and therefore the chance to see how his or her leadership mea-
sures up.

Based on that self-assessment, officers design their own plans for
reinforcing strengths, remediating weaknesses, and achieving pro-
fessional goals. These plans typically include professional develop-
ment reading programs, in which books and articles published by
senior military officers and leaders in other fields play a large role.
They may also feature correspondence courses or off-duty civilian
schooling, which the service often pays for. Finally, officers keen to
advance will almost certainly seek challenging assignments and
increasingly demanding responsibilities.

Recommendations on the Preparation of Principals

Certain interlocking institutional parts are indispensable to a strat-
egy for grooming effective leaders, no matter what the job, and these
include a clear and progressive system of professional preparation, a
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regular program for performance assessment, and a strong, coherent
promotion system.

Any professional development system must be designed in rela-
tion to the specific missions and tasks its participants can expect to
confront and the results they hope to attain. To keep a system
focused on its objectives, it will need a process of frequent review
and recertification, and accountability should be the watchword
throughout. Everything depends on the individual who aggressively
works at self-development, engages seriously in programs of instruc-
tion, completes progressively complex assignments, gets results, and
continually improves his or her leadership skills. Finally, the mea-
sures of success and failure must be clear.

We do not believe that the military system itself always lives up
to these unforgiving goals, especially in relation to performance
appraisals. Both the preparation of warriors and the education of
children depend, however, on such appraisals’ being taken with the
utmost seriousness. To prepare principals of K—12 schools, we draw
on our military experience to recommend the following:

1. Establish a national task force of subject-matter experts to make
strategy-to-task analyses of the common functions expected of K—12
principals. The military equivalent is the Universal Joint Task List,
which analysts use to create a master training guide.

2. Create a plan of instruction based on a master list of tasks that a
principal must perform. A plan of instruction is created on the basis
of the master training guide that sets out topics and methods of
teaching appropriate to the required areas. With this plan in mind,
curriculum developers then create lesson plans that teachers and
trainers will turn into instruction, whether in schools or as part of
distance learning programs. A combination of self-development
processes, schoolhouse studies, and distance learning courses may
be ideal for principals. The prime focus must be on the school’s
mission, a high-quality curriculum, a competent faculty, and the
particular needs of the specific learning community. (A new and
revised structure should relieve the principal of obligations toward
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the physical plant, student affairs, security, and mundane adminis-
trative tasks.)

3. Involve a small number of universities in this process, or even bet-
ter, create a model institution to demonstrate what is possible to the edu-
cation community and its related bureaucracies.

4. Examine the organizational structure of professional military
schools like the National War College for applicable models and useful les-
sons. We are not suggesting that there could be a wholesale appli-
cation of all features.

5. Dewvelop a national standard for a principal’s career path, moving,
perhaps, from classroom teacher to committee chair, from department
chair to assistant principal, and finally to principal. This progression
should include a number of sabbaticals of six to twelve months, dur-
ing which the aspiring or sitting principal goes into industry, busi-
ness, or the public sector to discover new ways of doing things and
to assess other priorities. (The system may lose some good principals
this way, but the gains outweigh the risks.) In our opinion, such a
program can be most effectively tried at the state level or in the
more than fourteen thousand school districts.

6. Establish a formal mentoring program at the school district and
the state level, looking particularly to retired school principals to act as
mentors.

7. Set up anational certification program to make the objectives and
standards of professional development for principals clear and measurable
in order that they may be met.

8. Create at the district level a suggested reading list for principals,
and hold professional development sessions with the superintendent on the
materials read.

9. Where necessary, revise the annual principal appraisal process to
emphasize leadership and management skills and to stress the importance
of ranking leadership potential in teacher evaluations.

Professionals share distinctive qualities and commitments,
whether they are military officers or school principals. Among these
are a devotion to learning and free inquiry, an ability to perform



142 TuEe PrincipaL CHALLENGE

characteristically with excellence, and a belief in improving and
enriching the lives of others through their leadership. Above all,
they have both passion and reason involved in all that they do.

Note

1. Instruction 1800.01 has been revised since this chapter was

written.
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Models of Preparation
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Implications for Educational Leadership
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This chapter explores trends in education for the professions as one
basis for rethinking the preparation of school leaders. The Ameri-
can version of professionalism features a unitary model with three
elements: a body or base of expert knowledge around which to
rationalize practice; a code of service that requires the professional
to place the interests of client, patient, or service recipient ahead
of self-interest; and a primary role for the guild or professional ref-
erence group in regulating practice and conduct. While this gen-
eral model has had pervasive influence in American society from
the Progressive Era onward, it has evolved in a variety of profession-
specific ways within those occupations that have sought the pro-
fessional designation. In particular, the nature of expertise and
the means of inculcating practitioners with requisite knowledge,
skills, and dispositions varies in important ways across such fields
as law, medicine, engineering, and the ministry. While these and
other professions share certain characteristics such as the cen-
tral importance of the university-based professional school, they dif-
fer in significant particulars and so constitute a rich set of cases for
study.

143
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Our analysis begins by examining the problem of school leader-
ship, placing preparation into a larger set of issues. Next we intro-
duce some assumptions that must accompany any descriptions or
prescriptions about professional preparation. We then explore four
frameworks for professional preparation, followed by the range of
available alternatives for managing the transition from study to
practice. Next review contemporary innovations in professional
preparation, looking at how various fields have attempted to reform
their approaches, and conclude with implications of the analysis for
the preparation of school leaders.

For this analysis, we focused on the professions of medicine,
engineering, law, architecture, the ministry, and business.! We
reviewed the literature, contacted professional associations for their
newsletters and journals, examined Web sites for information, and
interviewed selected professional educators. In many instances,
reforms in professional education have been stimulated by grants
from the Fund for the Improvement of Post-Secondary Education
(FIPSE), with individual schools and institutions introducing new
approaches.

Any curriculum is defined as much by what it leaves out as by
what it includes, because the knowledge and experience regarded
as useful preparation inevitably exceed the time available to provide
them. This generalization holds as true for English literature in the
liberal arts sequence as for the rudiments of medical or legal prac-
tice. Reform of professional education in all fields is a dialectical
process in which initial attempts to codify knowledge and establish
training routines provoke criticisms about what has been over-
looked or underrepresented, which in turn stimulate new develop-
ments. We frame this dialectic in terms of four models. We illustrate
how each of the fields we examined embraced one or another of
those models and then initiated reforms by turning, often implic-
itly, to the omitted models. The challenge for leadership prepara-
tion in education, then, is to effect a workable synthesis among
these models that draws on the strengths and advantages of each,
rather than selecting one or another as the dominant approach.



MODELS OF PREPARATION FOR THE PROFESSIONS 145

At the same time, use of the word synthesis glides over a defining
tension in program development— the tension between breadth
and depth. As we will see, criticisms often chastise coverage mod-
els of curriculum for neglecting the depth dimensions of learning,
particularly when learning requires transfer to new situations and
applications in novel and fluid contexts. These design challenges
bear with similar force on all complex fields, not least leadership
preparation in education.

Defining the Problem of Educational Leadership

The problem of educational leadership may be framed in terms of
inadequate preparation for the role, but that is not the only alter-
native under discussion. This chapter concentrates on improve-
ments in preparation as one means of addressing the problem of
school leadership, but at the outset we acknowledge other ways of
framing the problem. Multiple strategies may be needed that
include but extend beyond reforms in preparation. We can discern
at least four other problem frames in the reform discourse: role
restructuring, rewards, personnel management, and nontraditional
recruitment.

Role Restructuring

The principalship today may be unmanageable as constructed (see
Sykes and Elmore, 1989). According to this frame, the task is not
to prepare individuals for impossible work but to alter the role and
work environment so that individuals may succeed and find satis-
faction in the job. Some observers argue that the demands on the
job have escalated to such an extent that without superhuman
effort and ability, the job has become unworkable. Listen for a
moment to a veteran elementary school principal reflecting on the
qualities needed in her work. The scene is a university classroom for
a graduate course on school administration taken by aspiring prin-
cipals. She writes:
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The professor is making his list of the qualities of a good principal.
The eager aspirants are giving input. Democratic, visionary, decisive,
energetic, calm, dispassionate, objective, approachable, intelligent,
firm, supportive, honest, organized, disciplined, friendly, healthy,
courageous, having a sense of humor, broad liberal education, excel-
lent management skills, knowledgeable about the latest research in
education, good judge of character, able to relate to students, imag-
inative, creative, clear-thinking, wise, determined, patient, kind,
respecting . . . [Carmichael, 1985, p. 312].

She is coteaching this course with the professor, and as she watches
him scribble this list on the board, she reports:

[ suddenly felt a wave of electrical panic flow through my body. My
God! That list is horrendous! I hardly have any of these qualities. I
have some of them, but only some of the time. Tomorrow it would
be my turn to present myself before the class and impart information
about the “good” school administrator. Six months from now I
would return from sabbatical to my school and faculty and have to

play this administrator role. Role, hell; it was a suit of armor [p. 312].

Such testimony will resonate with many school principals. The
role is a suit of armor protecting the principal, perhaps, but weigh-
ing her down, rendering her inflexible and slow to respond. As the
multiple demands proliferate and intensify —building manager,
instructional leader, buffer to the external environment, entrepre-
neur and fundraiser, central office subordinate, policy implementer,
community organizer, service broker—it may be that role restruc-
turing rather than (or in conjunction with) reformed preparation
will be necessary.

Rewards

The rewards of the job may no longer compensate for its demands
and stresses. Working hours have increased, salaries have com-
pressed relative to teachers and other education workers, and the
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pressures to produce instant, measurable results have intensified dra-
matically. Just as teacher shortages across the country call forth sal-
ary increases as the most direct response in a labor market, it may
be that substantial salary increases and other rewards for principals
will be necessary to attract a requisite supply of highly qualified
individuals.

Personnel Management

District processes of recruitment, selection, induction, and contin-
uing education may not adequately identify, groom, and support
school principals in their work. Today, for example, teacher profes-
sional development is widely regarded as a critical ingredient of
educational reform. If school principals are the chief agents of
school improvement, why would their development not be a vital
issue for human resource management? Likewise, if moves are made
to increase the pool of applicants via enhanced rewards, the
identification of promising administrators becomes critical. For
example, how important is evidence of exemplary teaching or of
leadership in teaching as a prerequisite to administrative leadership?
[s this factor equally important at elementary and secondary levels?
And how good are districts at managing initial induction, mentor-
ing, and evaluation of new principals?

Nontraditional Recruitment

Regulatory restrictions to entry may prevent talented individuals
from other walks of life from becoming principals. According to this
view, managerial expertise is broadly generalizable. Potential
recruits may be available in industry, the military, and elsewhere but
cannot gain entry without undertaking cumbersome reeducation
due to state and district restrictions. This frame questions whether
school leadership is inextricably bound to deep knowledge of edu-
cation grounded in classroom practice. Programs that waive
requirements in order to attract nontraditional entrants may be
worth pursuing because the relationship between prior educational
experience and school leadership is ambiguous and contested.
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A comprehensive approach to the problem of school leadership
will depend on how that problem is defined. Arguably, though,
reformed preparation is one strategy for improvement, which is
unlikely alone to produce large effects without change on other
fronts.

Assumptions Underlying Program Design

Three issues logically arise prior to questions about program design
for educational leadership. Or to put this another way, program
designs depend on assumptions about these issues.

1. Goals of leadership. What are the aims or goals of education
around which leadership takes shape? What we can note generally
is that the goals of education and hence of educational leadership
are plural, contested, and in conflict with one another. They
include public and collective aims such as education for democracy
and citizenship, for contributions to economic prosperity, for justice
and greater equity, and (arguably) for multicultural understanding,
acceptance, and amity. They include private and individual aims for
liberal and vocational learning, for social and economic advance-
ment, and for continued learning. We would argue, then, that one
requirement for program design is to be clear about its stance
toward the aims of education and of leadership.

2. Nature of practice. Program designs also rely on assumptions
about the nature of administrative practice. What is the work for
which preparation is offered? Here too are a variety of choices. For
example, analysts commonly distinguish management from leader-
ship, calling for greater attention to the latter (see, for example,
Bolman and Deal, 1994). Other commentators, however, have
argued that elementary competence is a neglected virtue. Good
leadership is associated as strongly with doing a lot of little things
well as with heroic visions (see March, 1978, who memorably
described school administration as “a train schedule with footnotes
by Kierkegaard”). Again, it is incumbent on program designers to
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surface their assumptions about the nature of the role and of the
work as a basis for preparation.

3. Theories of learning. Program designs also depend on assump-
tions about the nature of professional learning. How is the practice
of leadership learned? William James famously noted that theories
of teaching cannot be derived from theories of learning, but pro-
grams build in assumptions about how learning takes place that can
be more or less explicit, more or less formalized within some body
of theory. The theory-into-practice database, for example, contains
descriptions of fifty theories relevant to human learning and
instruction. The literature on professional education is filled with
references to ideas derived from Vygotsky, Dewey, Gardner, Bruner,
and others. New developments in cognitive psychology, particularly
associated with the varieties of constructivism (Phillips, 1995;
Sfard, 1998) and with adult learning, offer promising leads for the
design of instructional environments and activities. Part of what
drives reform in professional education are developments in our
understanding of human learning that have rich implications for
instruction. Rigorous program design calls for theoretical anchor-
ing in some set of assumptions about the nature of learning even
when, as Schwab (1978) argued, programs draw eclectically on
multiple principles.

Elements of Program Design

A complete treatment of program design treats five sets of influ-
ences, each involving complex choices and trade-offs. These are the
content of the curriculum, instructional formats and methods, pro-
gram features, institutional arrangements, and regulatory frame-
work. We wish to concentrate on the second of these influences but
shall comment briefly on each.

Program Content. The matter to be learned constitutes the first
building block of a program, and the field of educational admin-
istration has developed several versions of content that may be
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represented in topics, standards, assessment matrices, and other
textual devices. In the appendix to this chapter, we present two
prominent versions of content: one developed by the National
Association of Elementary School Principals (1997) and the other
developed by the National Policy Board for Educational Adminis-
tration (Thomson, 1993). These tours of the knowledge terrain can
be formidable. The latter document, for example, presents twenty-
one domains in 550 pages as developed by a team of 107 authors.
Such compendia raise questions about how and how much of such
content ought to be represented in a program of initial preparation
and how to reconcile multiple versions of the knowledge terrain.
One area for development, then, is to review such documents and
related materials to reach a workable consensus on the knowledge
and skill territory.

Instructional Formats and Methods. Linked to conceptions of
the content are considerations of pedagogy and of instructional for-
mat. To the question “What is to be learned?” we add the question
“How is it to be learned?” Although these can be separated con-
ceptually, in practice they can only be answered together. We shall
review a range of instructional approaches in professional educa-
tion, exploring options and exemplars that have arisen in other
fields. The design task, however, requires joint attention to content
and method, so our discussion should be regarded as a partial and
limited resource for the complex activity of program development.

Program Features. Another set of elements includes attention
to programmatic elements. How are individuals recruited, selected,
and supported financially for professional study? What kind of prac-
tice community is formed in the program? For example, does cohort
formation play a major role? Does the program contain explicit
standards for evaluation and advancement? Who are the instructors
in the program, and how are they selected? What are the require-
ments for completion of the program, and how much variation
is permissible in fulfilling requirements, standards, and other ele-
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ments? Practical questions of this sort are likely to play an impor-
tant part in defining approaches to professional education in con-
junction with the other elements.

Institutional Arrangements. A less obvious but critically
important influence on professional learning is the institutional
context in which it takes place. Since the early decades of the twen-
tieth century, professional education in the United States has been
institutionalized progressively in the modern university with its
numerous professional schools. The traditional model of appren-
ticeship has given way to formal programs, credentialing schemes,
interlocking associations, a full-time professorate, and related
developments. One consequence is that theory has enjoyed pride
of place in the professional studies sequence, typically represented
as foundational to practice in many fields. At the same time, criti-
cisms have emerged, provoking reforms of various kinds. Schén
(1983) has provided the most cogent cross-professional critique
on this point, arguing that rigor, defined in terms of theory, has
trumped relevance, defined in terms of practical know-how that can
be applied on the job. He contrasts the high, hard ground of theory
with the swampy lowlands awash in ambiguous problems of prac-
tice. How, he asks, might professional education prepare practi-
tioners to negotiate their way in the swamp?

The bias toward theory in professional education may be reck-
oned an outcome of institutional choice. The press within the
university to emphasize theory is strong and has had a powerful
influence on university-based professional schools. Reforms, there-
fore, may seek to alter the institutional arrangements that shape
programmatic decisions and emphases. Institutional choice theory
(Clune, 1987) stresses two factors: distrust and comparative advan-
tage. Recourse to alternative institutions is typically motivated by
distrust of prevailing arrangements. Should schools or school dis-
tricts be given a greater role in preparing principals in light of the
evident failure of universities to do the job? On the one hand, many
observers distrust the willingness and capacity of universities on this
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score, judging that the dysfunctions of leadership preparation pro-
grams are deeply rooted in institutional tropes. On the other hand,
what are the comparative advantages of other institutions in our
society to manage professional preparation effectively? We might
argue that changes in program content and method will be insuf-
ficient and that new institutional choices also will be necessary;
then we must critically interrogate the capacities of alternative
institutions, seeking their comparative advantages.

Regulatory Framework. A final resource for shaping profes-
sional education is the regulatory frame that influences individual
and institutional behavior through processes of licensure, certifi-
cation, and accreditation. Reform projects in professional education
often begin with isolated institutional experiments. The Harvard
medical school launches its “new pathway in general medical edu-
cation”; Georgetown University Law Center radically restructures
the first year of legal education. These and other examples typify
the course of reform, stimulated by grants from public and private
sources. But how do such reforms propagate, coming to exert broad
influence on a large set of institutions? How might the reform of
professional education “scale up,” other than through processes of
voluntary imitation and gradual diffusion? The sociologist David
Reisman characterized American universities as a “snakelike pro-
gression’: elite institutions such as Harvard are at the head; all oth-
ers follow. Change may come courtesy of the prestige hierarchy and
the power of influence networks, but this naturally occurring pro-
cess is slow and uncertain.

Another answer resorts to the framework of regulation as a pow-
erful instrument for institutional change. The motto here might be,
“If you want it taught, test it; if you want the program to cover it,
require it.” The professional model features strong guild influence
over standards of various kinds, including those required by the
state. The path of influence, then, is through the governance pro-
cess, as represented in requirements to practice and standards for
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programs. To influence the preparation of school principals on a
broad scale leads directly to questions about licensure requirements
and program accreditation standards, together with mechanisms for
oversight and compliance. Furthermore, “the profession” might seek
to influence these processes indirectly by establishing voluntary
certification standards for advanced or specialized practice, which
eventually shape other kinds of standards. This strategy is promi-
nent in the teaching field with the rise of the National Board for
Professional Teaching Standards and its extensions to the INTASC
project to reform initial teacher licensure.

Our observations to this point draw attention to the limited
scope and ambition of this chapter. Thoroughgoing efforts to
improve the quality of school leadership will depend first on a com-
prehensive analysis of the problem, which is likely to include the
changing nature and demands of the role, the rewards and incen-
tives that are provided, the personnel supports managed by employ-
ers over the course of careers, and the prospect of enlarging the pool
of talented individuals who are willing to undertake leadership of
schools. Improvements in leadership preparation, our subject here,
take their place alongside these accompanying reforms.

Designs for new preparation programs rely on several assump-
tions that must be articulated: about the aims of education and
leadership, the nature of practice for which preparation is prerequi-
site; and ways of acquiring that practice in light of contemporary
theories of learning.

Powerful influences on programs include specification of the
content to be learned, the instructional formats and methods that
convey the content, program features and institutional choices
within which programs are structured, and the regulatory frame-
work that introduces standardizing elements across programs.
Within this nexus of issues, we next provide a survey of models for
professional education as one basis for rethinking similar aspects of
leadership development.
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Models of Expertise and the Preparation
of Professionals

In her superb review of professional expertise, Kennedy (1988) clus-
tered approaches under four headings, which we will use. This
chapter, then, might be regarded as an update on this prior synthe-
sis.2 Her distinctions are technical skill, application of theory or
general principles, critical analysis, and deliberate action. Kennedy
also sets forth a typology of transitions to practice, which we shall
also review.

Model I: Technical Skill

Every profession employs some set of discrete skills on some set of
routine tasks that define the nature of professional work. Skillful
performance is an important aspect of professionalism, and the work
of the professional may be represented via a task analysis that lays
out what the professional does. Furthermore, there is a reasonably
well regarded model for skills learning that has broad applicability.
Not surprisingly, this model derives from coaching athletes and per-
forming artists. Joyce and Showers (1988) identify a four-step
sequence: introduce the theory and rationale for the skill or skills;
demonstrate their use; provide opportunities for the student to prac-
tice the skills in a protected setting with feedback; then transfer
skill usage to the practice setting with continued coaching that
gradually fades out.

Elements of this model have been influential in education
for nurses, doctors, teachers, and engineers, among others, but in
recent times, disenchantment has set in. Nursing education, for
example, has moved away from task-analytic approaches to the
“nursing process” model, and the engineering field has turned away
from technique to place greater emphasis on the principles and con-
cepts on which technique is based. A number of difficulties emerged
in efforts to organize a professional curriculum around technical
skills. In most fields, “competencies” (skills) tend to proliferate
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madly and to become unworkable as guides to learning. Lists of
competencies also provoke disagreements among analysts and lack
empirical validation with reference to outcomes. Furthermore, the
problem of transfer tends to plague skills-based approaches. In prac-
tice, the weakest element of the Joyce-Showers model is follow-up
in the practice setting, where application and use of skills take
place. Finally, the technical skills account of professional practice
has been criticized for its lack of attention to other important
aspects, including theory and principles, analytic capacity, and judg-
ment and wisdom.

Professionals must not only acquire skills but also learn about
whether, when, and how to employ them in complex, problematic
situations. Most skills training regimens have been very weak on
these aspects of professional practice. Nevertheless, professional
preparation that overlooks skills entirely is evidently inadequate.
An exchange between two noted researchers captures this point.
Writing about Lee Shulman’s work on the cognitive aspects of
teaching, Nat Gage claimed that Shulman’s emphases on knowl-
edge, understanding, and decision making portray teachers “lost
in thought.” In response, Shulman replied that Gage’s behaviorist
conception leaves teachers “missing in action.” A focus on observ-
able behavior alone overlooks the intentional aspects of practice,
the complex cognitive processes that underlie teaching activity.
Clearly, then, attention to both thought and action have a place
in professional preparation. (Of note is the extension of the Joyce
and Showers model to “cognitive coaching”; see Costa and Garms-

ton, 1994).

Model I1I: Application of Theory or General Principles

A second familiar model begins with the theory that underlies prac-
tice or the general principles thought to inform practice. Prac-
titioners in all fields face problems and work on cases, variously
construed, but the intellectual equipment they bring to tasks
and activities consists of theories and principles. This approach is
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strongly associated with university-based education and with codi-
fied bodies of knowledge such as reside in the disciplines.

Traditional approaches to medical and engineering educa-
tion clearly exemplify this approach. The usual sequence of study
begins with theory as foundational, then proceeds to some form of
clinical training. The traditional medical curriculum, for example,
features two years of basic science —anatomy, physiology, pharma-
cology —followed by two years of clinical work. Engineering stu-
dents may likewise begin with courses on physics or mathematics
before engaging in issues related to engineering work. However, not
all relevant principles derive from the sciences. Early on, for
example, architecture provided training in engineering but gradu-
ally shifted emphasis to principles of design. More recently, the field
has shifted again from design principles based on social science con-
structs to inventive, aesthetic principles (Guttman, 1985).

Concentration on theory and principles has the advantage of
parsimony over skills training. Rather than elaborating long lists
of skills to master, the professional curriculum can identify a core
body of knowledge thought to have broad applicability to cases and
situations of use. Business schools, for example, had to confront the
many positions in the commercial enterprise, each with myriad
skills. Individual schools could specialize in a subset of positions or
design curricula around broad principles, assuming graduates would
learn job-specific skills on the job. Equally important, though, an
emphasis on theory and principles provides broadly usable guidance
to practitioners who confront ambiguous situations within which
they must make decisions and solve problems. Learning to use the-
ory in practice, then, is a critical aspect of professional work that
may encompass skills within a larger frame of action.

However, the theory-and-principles approach has suffered its
own deficiencies, chief among them the problem of application.
Students often have difficulties in connecting general principles to
the particular situations they encounter in practice. And equipped
with multiple theories and principles by their education, they have
problems figuring out which to apply to specific cases, especially
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when principles conflict with one another. As an investor, which
maxim do you follow, “Look before you leap” or “He who hesitates
is lost”? Kennedy (1988) writes, “So the general-principles defi-
nition of expertise eventually stumbles on the same problem that
besets expertise-as-technical-skill: principles provide rules of thumb
intended to guide practice, but there are no rules of thumb for
how to select the appropriate rule of thumb. Cases do not present
themselves to practitioners as examples of general principles, but
instead force practitioners to ferret out the principles from the case”
(p. 142).

This criticism of the general-principles approach is perhaps the
most common complaint about the abstract, distanced quality of
university-based professional education. It is associated with ivory-
tower types who have little experience with or concern for the gen-
uine problems that practitioners encounter and who employ dusty
theories year after year with little concern for whether or how a
practitioner might use such knowledge to inform practice. How, the
critics ask, does general theory help practitioners decide what to do?
A better approach to professional education would transform the
practitioner into someone equipped to respond to professional tasks
and problems in effective ways.

Model III: Critical Analysis

A third model seeks to supply practitioners with a paradigm for
the analysis of situations, which blends substantive knowledge with
methods of analysis and interpretation. Legal education most
clearly reflects this aspiration. The standard curriculum of the law
school is notable for excluding both technical skills and basic sci-
ences as the foundation for preparation. The classic ambition of the
law school is to prepare individuals to “think like lawyers.” Learn-
ing to master legal reasoning is the aim of law school, and the
method for this has become well established. In the late 1800s, the
Harvard Law School dean, Christopher Columbus Langdell, insti-
tuted the case method as the primary teaching approach, and most
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other law schools soon adopted it (Stevens, 1983). Working on
appellate cases, law professors use a question-and-answer format
similar to Socratic teaching methods. While students pick up
knowledge of precedent cases, the major aim of instruction is to
teach active reading and interpretation of cases for which there are
no right answers. By immersing students in case-based discussions,
law schools transform students into analysts adept at applying the
paradigm of legal reasoning to new cases.

Business schools copied law schools in this approach as well,
although two varieties have emerged. Some business schools also
use the case-analytic paradigm, while others employ a quantitative-
analytic model (Schlossman and Sedlak, 1985), in which students
learn to apply mathematical models from such disciplines as eco-
nomics and statistics. (W. Edwards Deming, of Total Quality Man-
agement fame, was trained in statistical quality control.) These
approaches differ from one another, but each reflects the same ped-
agogical aim: to teach students to use the paradigm in professional
decision and choice making.

Kennedy (1988) reviews a number of criticisms that have
emerged over the years concerning the character of legal education.
Unrelieved emphasis on analysis of appellate decisions leaves stu-
dents unprepared for the routine tasks of lawyering, to which law
schools reply that these are skills better learned on the job. Elite law
schools in particular refuse to “vocationalize” what they perceive to
be the intellectual rigor of their curriculum (the better schools also
make little effort to prepare students for the bar exam, judging that
this is the student’s business, not the professional school’s). The case
method has also been criticized for its failure to convey general
principles or to provide access to a body of codified knowledge. Fur-
thermore, by emphasizing analytic process over content knowledge,
the Socratic method does not provide students with “right answers.”
As one commentator notes, “It is hardly surprising that lawyers and
legal educators admit they have no clear idea of what the student is
supposed to be learning to do” (Cardoza, 1977, p. 48).
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Employers of young lawyers also complain that law school may
transform students into case analysts, failing to prepare them to act
on cases. Appellate cases, after all, treat judgments that have been
made already. Students consequently get little idea of how ambigu-
ous issues and conflicts get converted into legal precedents and
decisions or of how personalities and unexpected events shape out-
comes. (This is similar to research methods courses that portray
research as a “narrative of conclusions” rather than as a “logic of
inquiry,” in Schwab’s phrase. Reading research reports fails to
uncover for students the messy, indeterminate process that makes
up the actual conduct of research.)

We might conclude, then, that the virtues of legal education are
also its defects. Kennedy (1988) summarizes: “Its disadvantages are
that it can fail to provide students with codified knowledge, where
such knowledge exists; it can lead students to become so analytic
that they are unable to act; and it can narrow the scope of the stu-
dents’ analytic powers to the point where, as professionals, they are
unable to view cases from any perspective other than that of their

paradigm” (pp. 146 -147).

Model IV: Deliberate Action

A final model assumes that professionals must analyze complex
situations, to frame both problems and solutions. But it also assumes
that such analysis must occur in the context of action, where the
practitioner must reflect on his or her own actions and their conse-
quences. Although this model is not clearly associated with any of
the major professional schools, one of its chief explicators, Donald
Schon, derived it from close study of architects, town planners, psy-
chotherapists, and organizational managers. In learning settings
such as design labs or studios, practitioners engage in structured
sequences of action and reflection around projects, where instruc-
tor and students interact in relation to student work products and
processes. A central element in such professional learning is an
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ambiguous task on which students must frame the problem, take
into account multiple and at times conflicting criteria, consider
both means and ends, and try out alternative problem frames and
possible solutions. This description might apply to an architectural
problem, a town planning dilemma, or a complex clinical case in
the human services field. In the context of real or simulated expe-
rience, such learning has another feature, which is some sequence
of planning, actions, reflections and evaluations, and new actions.
Such sequences allow for learning to occur in action and to draw on
real or simulated experience as a powerful source.

Schon (1987) describes three methods that teachers use during
such learning sequences: “follow me,” which involves direct imita-
tion; “joint experiments,” in which they assist students in develop-
ing alternative analyses and courses of action; and “hall of mirrors,”
in which they reflect students’ thinking in ways that clarify their
deliberations and actions. Learning from experience is a time-
honored method that this model takes advantage of, but the key to
its success may be the instructional mediation because considerable
research suggests that inductive reasoning often suffers biases and
other deficiencies. Merely supplying experiences together with
opportunities to talk about them does not guarantee that profes-
sional learning will result. Instead, the result can confirm prior sus-
picions and prejudices, insofar as people not only believe what they
see but also see what they believe. Individuals are also prone to
“superstitious learning,” making faulty inferences from particular
situation-bound experiences.

Nevertheless, in relation to much administrative work, this
model has some advantages, including its emphasis on analysis of
one’s own actions and experiences, attention to problem selection
and framing rather than just solution, and joint consideration of
purposes as well as strategies. At the same time, professional educa-
tion built around this model may also suffer some of the problems
associated with critical analysis, including lack of attention to codi-
fied knowledge and general principles and ambiguity about what
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exactly is learned during such experiences. As with much con-
structivist teaching, this model requires considerable skill in
instructors if substantial learning is to result from sequences of
action and deliberation.

Transition to Practice

Over the years, professional fields have relied on a number of
arrangements to manage the transition from preservice study to
practice. Some fields, such as the law, continue to rely on what
might be termed immersion. Students go directly from legal educa-
tion into practice, with few organized field experiences other than
what the student arranges during summers (work in local law offices,
clerkships in various courts). In some respects, immersion is a
default option that simply defines the absence of a carefully staged
or managed transition. Immersion comes close to characterizing the
status quo in educational administration, with some exceptions.
Teachers may first occupy assistant principal positions before mov-
ing into principalships, so that some staged entry is the common
norm. Some districts also have developed programs where teachers
can work alongside administrators to learn the job or receive men-
toring assistance in a first assignment. But no fieldwide practices
have emerged.

A second time-honored approach is apprenticeship. Prior to the
rise of university-based professional schools, this was the major
means of entry into such fields as the law or architecture. All pro-
fessional learning took place on the job, under the tutelage of an
experienced practitioner, and elements of this approach survive
today in such fields as social work, where individuals must log a cer-
tain number of hours of apprentice experience as part of certifica-
tion requirements. Under such modern arrangements, it is up to the
student to secure the apprenticeship. Initial licensure allows the stu-
dent to begin practice, but advanced certification requires that the
student undertake a modified apprenticeship. Graduating engineers,
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for example, take the Fundamentals of Engineering Exam to obtain
a license to practice. After four years of working under the super-
vision of a professional engineer (PE), they take the Professional
Engineering Exam, which in combination with signoff on paper-
work by the supervising PE grants rights to the title. A similar
sequence structures the architectural field.

Immersion and apprenticeship are essentially under the control
of the employer or employing organization, and this is both a
strength and a weakness. These first two options allow the practi-
tioner to begin working for salary and to acquire on-the-job skills
that are specific to particular work settings. However, immersion
with no benefit of guidance can foster the development of bad
habits and narrow ways of thinking. Likewise, apprenticeships can
feature haphazard, incomplete, and situation-bound learning that
overlooks underlying principles and theories. Furthermore, each of
these options contains little quality control because each appren-
tice is judged only by his or her master.

All the remaining options arose in some sense to replace the
tradition of apprenticeship, and each operates primarily in the con-
text of university-based education. First, universities can offer labo-
ratory experiences in which students can practice technique or
observe concepts and principles presented in coursework. Labs are
time-honored activities in engineering and medical schools, as well
as elsewhere. They provide options for practice in controlled set-
tings, where the cost of mistakes is low, but they fail to supply the
multidimensional complexity of real-world settings. Nevertheless,
they have evident advantages for novice practitioners at the early
stages of learning.

Closer to practice are simulations of various kinds that universi-
ties can design and offer. Kennedy (1988) distinguishes simulations
from lab experiences by noting that the latter present tasks with
fixed, predetermined outcomes, while the former engage students
in tasks that may be open-ended and may have multiple possible
outcomes. Nearly all fields include some attention to simulations,
and these may be organized around problems or projects of various
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kinds.” As with lab experiences, simulations allow for protected and
mediated experiences with low-stakes outcomes, under conditions
in which the instructor can intervene at various points to promote
learning. With modern technologies, simulations can be virtual as
well as real, and many fields are developing new applications.

Another option, clinical experiences, involves real situations
rather than faculty-designed projects or problems. However, the
settings for clinical experiences are still protected in that the pro-
fessional school exercises some control over them. Furthermore,
such experiences involve a balance of aims between service to cli-
ents or patients and emphasis on the learning of the novice. The
university-affiliated teaching hospital, with its clerkships and resi-
dencies, is a primary example, but teacher education also has a
long tradition of “practice teaching” in real schools that enjoy
some loose affiliation with the university-based teacher education
program.

Finally, the professional school can arrange for students to par-
ticipate in full- or part-time internships, which are analogous to
apprenticeships. Interns may have local mentors whose role is sim-
ilar to that of the master in an apprentice relationship, but an
internship also implies formal attention to the learning of the
intern, typically in relation to the model of expertise enacted in the
program. Internships have the same financial advantages of an
apprenticeship in that an employing institution provides primary
supervision, but such arrangements raise questions about the prepa-
ration of mentors and their attention to intern learning. In the
worst case, internships can degenerate into immersion, as occurred
in the early years of nursing education, when student nurses simply
became sources of cheap labor for hospitals, almost completely
sacrificing the goal of professional learning. Internships can also
limit learning if restricted to one setting because interns then can-
not explore the principles, theories, skills, and analytic processes
that must be adapted to particular settings and situations.

All fields today provide some form of transition experience, and
its character will be related to the underlying model. For example,
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mastery of critical analysis in law school requires relatively little
transition into practice because the paradigmatic form of reasoning
has already been practiced and acquired. Other forms, though,
require experience, either to practice and master technical skills,
apply general principles and theories, or learn to deliberate in
action under real conditions. Each kind of transition experience
also leaves some aspects of practice to be learned elsewhere, typi-
cally on the job. In this manner, professional schools define the
appropriate preservice curriculum by what is included and by what
is excluded. Concentration on general principles, for example, may
omit attention to technical skills; focus on deliberation and analy-
sis may slight codified knowledge.

The four models outlined here might provide occasion for
choice or for combinations in the design of leadership preparation.
A number of broad intellectual trends establish the context for
contemporary designs that might draw on these traditions. Sykes
and Bird (1992) characterize an ongoing reconfiguration of social
thought in the following terms:

Educational work [today] reflects a set of connected (and relative)
trends, from a law-seeking to an interpretive aspiration in inquiry;
from a concern for universal principle to a concern for particular
relationships; from the positivistic stance of an observer on the
scene to the pragmatic stance of the actor in the situation; from
authoritative transmission to mutual exploration of knowledge; from
conditioned behavior to meaningful action as a model for teaching
and learning; from a cooler appraisal of teaching as knowledge and
technique to a more passionate consideration of teaching as moral
agency; from vision as the metaphor for knowledge to speech as the
literal means for constructing knowledge; and from lecture to con-

versation as the mode of interaction between professors and teach-

ers [p. 465].

These broad intellectual currents have influenced the nature of
reforms in professional education and may also influence the effort
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to reform leadership development. While the typology of transi-
tions to practice covers the available options, new technologies may
augment the possibilities along with new institutional arrangements
(virtual universities, for example). Next we examine a number of
reforms to the traditions of professional education.

Reforms in Professional Education

A variety of unflattering analogies caricature efforts to reform uni-
versity education: “It’s like moving a graveyard”; “It’s like trying to
herd cats.” But there has been a surprising degree of ferment. Pro-
fessional education in most fields includes a variety of reforms, some
incremental, some far-reaching. We shall highlight a small sample
of such reforms. Our selection is meant to be provocative, not rep-
resentative; we proceed from the least to the most radical.

Design Projects in Engineering

One commentator has pointed out that 80 percent of the engi-
neering curriculum is comprised of the “~ics”— physics, mathemat-
ics, dynamics, electronics—but that engineering practice consists
of “-ings"—consulting, designing, planning, and evaluating, to
name a few. He wonders whether a professional education program
might usefully be required to certify that its graduates can compe-
tently perform the tasks of engineering (Harrisberger, 1985).

One response in many engineering programs is to introduce
multidisciplinary, team-based projects into the curriculum to give
students more experience with leadership roles and teamwork.
Design projects and so-called engineering enterprises, often cospon-
sored by businesses and industry, set unique design problems and
challenges for students to work out. Examples are such challenges
as the “car of the future” or the concrete canoe. Teams often mix
students across schooling levels (for example, sophomores, juniors,
seniors, graduate students), and from various engineering special-
ties. Seniors and grad students may become “CEQOs” of an enterprise
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after serving as team members in prior years. Businesses find this
kind of activity promising because it encourages innovation early,
supplies links between the university and corporate worlds, assists
in recruitment, and provides a simulation that includes such prac-
tical elements as teamwork, leadership, and problem solving under
constraints of time and other resources.

In addition to these integrative simulations, where peer learn-
ing plays a significant role, engineering schools also are beginning
to introduce new topics into their curricula to reflect the practical
and human side of engineering practice. One method for doing this
involves offering single credit modules of short, intense duration,
supplied in various time blocks such as on Saturdays or in the
evenings over six to eight weeks. Such modules complement the
traditional curricula with topics such as leadership, communication,
and business practices. Another feature of these modules is that
they can be taught in nontraditional settings by nontraditional
instructors. For example, a local corporation might send a team on
two Saturdays to work with students on how to set up a production
line. In this manner, the practice of engineering is gradually mak-
ing a stronger appearance in the curriculum. The “-ics” have not
been abandoned, but they are increasingly supplemented in various
ways by the “-ings.”

The First-Year Law Curriculum

Legal education in America has remained largely unchanged since
the early decades of the twentieth century, and it is remarkably uni-
form from school to school. As we have described, the case method,
organized around appellate court decisions, has been the reigning
paradigm, with its aim of teaching students to “think like a lawyer”
and to acquire the skills of critical analysis. Efforts have been made
over the years to alter this dominant model of legal education, with-
out much success.

One contemporary reform has sought to restructure the first
year of legal education. The traditional focus in most law schools
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has been on a set of common law topics such as property, torts, and
contracts that are treated as sharply separated subjects. This cur-
riculum features little integration and scant attention to the broader
context of legislation and regulation. Furthermore, students learn
little about the economic, social, political, or philosophical context
of laws and get no practice with the “lawyering process”—what
lawyers actually do.

To remedy these defects, the Georgetown University Law Cen-
ter instituted a reform that restructured the curriculum around a
new set of courses and learning experiences. The aim was to provide
deeper acquaintance with foundational issues without sacrificing
attention to the essential basis of legal doctrine, procedure, and
argumentation. New course titles suggest the move to an enlarged
conception of the law: “Bargain, Exchange, and Liability,” “Democ-
racy and Coercion,” “Legal Justice,” “Governmental Procedure.” In
addition, the program also includes a small-section seminar that
deals with jurisprudential topics that transcend the boundaries of
other courses. For example, students evaluate contemporary intel-
lectual movements such as legal process theory and critical race
theory. Pedagogical methods continue to rely on cases and on skills
preparation around legal writing, for example, but the seminars and
new courses also provide scope for broader discussions, reading
material, and student assignments.

Put in terms of our analysis, the first-year law curriculum has
tended to ignore both technical skills and theoretical principles in
favor of critical analysis. The Georgetown reform introduces ele-
ments of these other two models into the introductory year of legal
education.

Cluster Concept in Preparation for the Ministry

A role in our society just as demanding as the school principal-
ship is the ministry. Members of the clergy are similar in many
respects to school principals. They must lead an organization,
respond to external demands from constituency groups and formal
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hierarchy, balance secular with “spiritual” (or educational) con-
cerns, and juggle multiple responsibilities that include fundraising,
dispute resolution, pastoral counseling, charismatic leadership, and
management of the physical plant. Many denominations today face
a crisis in recruitment to the ministry as the stresses of the position
have escalated and the rewards have diminished. Divinity schools
have long been criticized for failing to equip future ministers with
the practical know-how required to run a parish. A recent survey of
senior pastors of mainline denominational churches revealed that
of fifteen essential skills, the majority of respondents regarded their
preparation as inadequate in several, including staff building, finan-
cial planning, and time management. In other areas, such as coun-
seling, communication, and interpersonal skills, they felt better
prepared (Naman and McCall, 1999). An interview study with a
sample of priests and ministers also identified six developmental
themes: control, burnout, role confusion, isolation, mixed messages,
and inadequate seminary preparation (Brillinger and Pocock,
1993). Most school principals would sympathize.

The typical curriculum for a master of divinity degree* might
include a set of courses on Bible study, history of Christianity,
doctrine and theology, interpreting and confessing the Word, lead-
ership for mission, and discipleship. Within the leadership concen-
tration are courses on “telling the story,” music and hymnody,
preaching, and pastoral care. In addition, most schools require a
yearlong internship in a church. Not surprisingly, divinity schools
have stressed the sacred or spiritual aspects of the profession over
the secular requirements associated with leading a parish or church.
The resulting disjunction between preparation and practice is
understandable. How, though, might education for the ministry be
reformed to provide a better practical basis for the work?

One option under consideration in the Baptist church is to rely
more heavily on a cluster of learners to provide a community for
education (see McNeal, 1988). This idea of a learning community
relies on peer learning and on connections among churches and
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seminaries for acquisition of practical know-how. Multiple options
for implementing this idea are visible; for example:

e A student opts for residential study. After a year of multidis-
ciplinary study, the student selects a small group of colleagues with
whom to complete seminary education. This cohort forms a learn-
ing community, taking charge of significant aspects of subsequent
study and assisting one another in the learning process.

e A student takes one year of core interdisciplinary courses on
campus and then moves away to assume a provisional position with
a church. Her remaining education is conducted in the field in a
learning cluster. Students access material through CD-ROM or
compressed video technology. Members of the learning team design
their learning around ministry venues they are involved with
already, with support and guidance from seminary faculty who also
certify acquisition of core competencies and knowledge.

¢ A student never or rarely visits the campus to pursue a sem-
inary degree. He forms a cluster with students who are also nonres-
ident. Distance learning technology assists in maintaining
connections among cluster members and faculty, including use of
the Internet, teleconferencing, and CD-ROM library.

Other options are possible, but the primary features of this pro-
posal are to create a learning community among students, giving
them substantial voice in the construction of a curriculum; to base
more of the learning in the field and in the context of the work of
ministry; and to use distance learning technologies to supplement
or complement residency-based professional education.

Transformation of Executive Education

“Twenty years ago, education for [business| executives consisted pri-
marily of university-based programs or seminars offered by special-
ized training organizations. Participants learned the latest theory
and techniques for effective management largely by studying cases
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and listening to classroom lectures by notable academics. Training
content was decided by university faculty who offered courses on
strategy and functional skills such as finance and marketing. Many
programs essentially were abridged MBAs. For the attending exec-
utive, the experience itself was seen as both a reward and as prepa-
ration for . . . promotion to senior levels” (Conger and Xin, 2000,
p. 76). So write several students of the business field in the intro-
duction to a survey of business leaders on trends in the practice of
executive education. This work surfaced a set of trends beginning
in the 1980s and continuing to the present. New topics such as
globalization, e-commerce, employee diversity, and organizational
learning are part, but not all, of the story. Older emphases on gen-
eral or functional knowledge have given way to newer emphases on
education as a lever for promoting organizational change. The
authors of this study summarize their findings in six trends.

1. Learning needs—a shift from functional knowledge to strategic
leadership and organizational change. In most large companies today,
the central issues are change management and strategic thinking.
Specialized knowledge will continue to have a place in executive
education, but the new emphasis will be on strategy, leadership, and
change. Distributed leadership will become paramount, drawing
line as well as staff workers into leadership training. Prior training
was good for routine problem solving, planning and budgeting, and
policymaking but relatively weak at developing strategic vision,
communicating, motivating, and inspiring. These new emphases
must be diffused throughout the organization rather than residing
at corporate headquarters alone.

2. Learning content—a shift toward ever-greater customization. In
the past decade, executive education has relied increasingly on
learning materials customized to individual company and industry
conditions. Action learning projects today are built around com-
pany issues rather than generic cases from distant firms. This has led
to a shift in the locus of education from universities and business
schools to companies and business consortia. One study reckons
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that 75 percent of all U.S. executive education dollars now go into
customized programs (Conger and Xin, 2000).

3. Pedagogy—a shift toward action learning and feedback pedago-
gies. The general trend is toward greater learner involvement, espe-
cially through action learning projects, which often use team-based
experiential exercises aiming to solve real-life problems with imme-
diate relevance to the company. “For example, a company division
might be contemplating new markets in Malaysia or leasing its
products rather than selling them. These decisions become the
learning initiatives” (Conger and Xin, 2000). A development
to watch is the use of new technology such as the Internet and
CD-ROMs; business does not yet make widespread use of these
new tools.

4. Participants—a shift to learning in executive cohorts. As corpo-
rations flatten hierarchies, they need greater coordination across
the organization. Change efforts implicate all members of an orga-
nization so that teams or cohorts of executives participate together
in training.

5. Integrating mechanisms—a shift toward the cascading of learn-
ing experiences. “Cascading” means a sequence of activities that fol-
low up on training and draw a widening circle of employees into
new initiatives. The idea is that if a group of senior-level executives
undertakes a strategic-planning or vision-setting seminar, its mem-
bers follow that up with parallel experiences throughout the orga-
nization so that all leaders in an organization, at all levels and in all
divisions, participate in a common process over time, sustaining
momentum for change and learning efforts.

6. Instructors—a shift toward greater use of executive teachers.
Increasingly, companies are relying on a diversity of instructors,
including outside consultants and trainers, university faculty, com-
pany executives, managers with specialized knowledge, and corpo-
rate trainers from within the organization. The shift, however, is
toward increasing use of company executives in training, perhaps
reflecting the new emphases on leadership for change and on broad,
organizational management issues.
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This example describes education or training supplied by
employers and integrated into the ongoing work of the organiza-
tion. The new realization is that corporate training is not separ-
ate from organizational development but is a critical resource for
it. There is a close parallel here to a case in the education field,
describing how Anthony Alvarado, superintendent in New York
City’s Community District 2, dissolved the boundary between
teacher professional development and administrative leadership
(Elmore and Burney, 1999). An emerging lesson may be that
investment in professional learning must become tightly coupled to
organizational improvement and must be conceptualized as a pri-
mary resource for corporate effectiveness and the management of
change.

Harvard Medical School’s New Pathway
to General Medical Education

A celebrated case of reform took place in Harvard University’s med-
ical school beginning in 1982. Known as the “new pathway to gen-
eral medical education,” this reform dramatically reorganized the
four-year curriculum of general medical education and tested the
new model alongside its traditional counterpart. A general sketch
of this far-reaching reform reveals some provocative themes and
ideas that may carry into other fields.

Daniel Tosteson, the dean who spearheaded the reform,
describes its essence quite simply: “The two essential components
of the New Pathway methodology are student and problem” (1994,
p. 10). By this he meant that the new approach places greater
responsibility for learning in the hands of the students themselves
and orients more of the learning around actual problems of practice.
In the first two years of medical school, the lecture as dominant
pedagogy is replaced (but not eliminated) by problem-based learn-
ing exercises, which students must complete in small groups. The
weekly schedule features more unstructured time for work on these
problems, with lectures occupying a reduced and more strategic role
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in the overall learning regimen (see Figure 6.1 for a comparison of
instructional methods between the traditional and the new cur-
riculum). Cases are developed by faculty from actual medical
records and are collected in casebooks, which are continually
updated. Here is a case description from the Harvard case catalogue,
listed under “Chemistry and Biology of the Cell:

The Concerned Adolescent

Diane is a 15-year-old girl who presents to her physician with a series
of complaints: increased acne, darkening of her knuckles, irregular
periods, hair loss and excessive facial hair. Tests and a physical exam
reveal androgen excess. Fasting insulin is also abnormally high. She
and members of her family are found to be insulin resistant. Further
genetic testing reveals the existence of a single dominant disease-
causing allele.

(18 pages) Endocrinology, Genetics, Gynecology, Molecular Biology

The cornerstone of learning is the student tutorial group, which
works on cases of this sort. “The students begin with medical cases
in all their complexity, richness, and humanity. The experience is
initially overwhelming. The students’ first response is to rush to
medical textbooks, to try to be a ‘doctor.” But they realize rapidly
that they must first learn some basics (what's inside the chest?)”
(Armstrong and others, 1994, p. 75). Rather than organizing the
foundational years of medical education by the basic sciences
underlying practice, the new curriculum embeds study of underly-
ing science within problematic cases that are studied in small
groups (tutorials),

which produces an environment of peers in which it is safe to admit
ignorance. Because the faculty group leader also cannot know all
there is to know about the case and does not control the agenda
for discussion, she or he must also admit ignorance, contributing

to, role-modeling, the safety. The group must discuss and agree on
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Figure 6.1. Student-Faculty Contact Time
in the New Pathway and Traditional Curricula.

Oliver Wendell Holmes Traditional
Society Curriculum
Miscellaneous
5% Miscellaneous

15%

Lectures

44%

Lectures

Labs 26%

25%

Labs

Tutorials 31%

44%

Conferences
10%
403 Hours 681.5 Hours

Source: Adapted from Tosteson, 1994, p. 41.

goals and develop common meanings. This process allows students
and teachers to define what they don’t know and what they need
to know. The group must prioritize these needs, set agendas, and
explore study strategies. Differences arise immediately and must be
negotiated; the necessity fosters appreciation of the richness offered
by difference. This process of group formation is exquisitely complex
and occurs at different rates for different groups [Armstrong and oth-

ers, 1994, p. 75].

The New Pathways curriculum made modest changes to years
3 and 4 of medical education, retaining the basic rotation of clini-
cal clerkships in surrounding hospitals. However, the new program
added several clerkships—for ambulatory care and for women’s and
children’s health issues—and continued study of the basic sciences
via a two-option requirement: either a student thesis reporting a
research project or an advanced basic science course.
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Other elements of the new program featured more extensive use
of technology, including electronic mail and information search
capabilities; organization of students and faculty into a series of
“societies”; new curricular content in the early years, including a
course titled “Patient-Doctor,” which served to explore the human,
interpersonal, and ethical dimensions of practice, even in the con-
text of basic science learning; and new methods for assessing stu-
dent learning. For example, the old multiple-choice, short-answer,
and essay examinations were supplemented with a new form of
assessment known as the “triple jump” in which students first
read a case and then respond to questions under exam conditions.
This emphasizes hypothesis generation and alternative treatment
responses. They research issues related to the case for the rest of
the day and then undergo an oral examination given by one or
two expert examiners, with questions ranging from the globally
conceptual to the specific factual. All grading in the program is
pass-fail.

How has the program fared? One student’s reactions are reveal-
ing. He reports first that the case-based learning is relatively suc-
cessful in fostering a deeper understanding of the relationship
between basic and clinical sciences in medicine. “Only after gain-
ing acquaintance with the Krebs cycle, insulin, and electrolytes,” he
comments, “could we understand what diabetic ketoacidosis is and
how to help the unconscious patient presented in the case. Only
after learning about cell structure and function would we under-
stand how Georgie Markov could die from a tiny dose of diphthe-
ria toxin placed on the tip of an assassin’s umbrella” (Silver, 1994,
p. 124). But case-based learning also creates “holes” in the curricu-
lum, critical areas of knowledge that none of the presenting cases
dealt with. The student continues, “Although our case on diabetic
ketoacidosis forced us to learn some of the metabolic pathways and
principles of their hormonal regulation, we were never guided to
read about amino acid synthesis. And while patients in many of our
cases received a wide variety of drugs, we never had a systematic
introduction to the subject of pharmacology” (p. 125). To prepare
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for part 1 of the National Board of Medical Examiners examination,
students organized a special class covering missing topics, which
supplemented the case-based curriculum.

Group learning also produced some mixed but generally
beneficial results. Silver (1994) reports that the group process was
often filled with anxiety and conflict, while at the same time yield-
ing some unexpected learning results:

Tutorial often served as a painful reminder that you do not under-
stand something until you can teach it to someone else. All too
often, what we thought we knew, we knew in only a superficial way.
Teaching one another and learning from one another, we were
forced to grapple with the material in a highly critical manner. We
learned that a quick reading on adrenal function in a physiology
textbook does not an endocrinologist make. Only after we had
worked through adrenal function in a group, asking tough questions,
helping others who did not comprehend, organizing the material on
a blackboard, had we taken the first step toward real knowledge
[p. 127].

He goes on to report a very important peripheral lesson from this
work— that medicine is filled with uncertainty. “Perhaps no
achievement of the New Pathway curriculum was more impressive,”
he writes (p. 127).

Formal evaluation of the program has produced slightly positive
results in favor of the new option, although researchers are cautious
due to flaws in the evaluation design (Block and Moore, 1994). For
our purposes, though, two other observations about this program are
significant. First, design of the program forced faculty to reorient
their thinking from courses to learning objectives and then to
organize learning experiences that would meet those objectives.
This proved to be an important conceptual shift for the program as
a whole and served as one principle for the selection of cases. Sec-
ond, problem-based learning may achieve success as a method only
if a broad spectrum of faculty agrees to implement it (Kaufman,
1985). The reform at Harvard produced a strong institutional
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response that underwrote the extensive development effort that was
needed. While problem-based learning did not replace other meth-
ods entirely, it did serve as the backbone of the curriculum around
which other methods and pedagogies were deployed. This may be
key to its effectiveness, much as the emphasis on case method across
law school courses reinforces a single analytic paradigm. At the
same time, however, the shortcomings of problem-based learning
have produced some compensatory responses such as student-initi-
ated didactic learning that assisted in preparation for the external
medical exams.

These cases of innovation in professional education contain
some common themes. For example, learning in groups where stu-
dents assume control over significant aspects of the process appears
increasingly widespread. Likewise, projects or simulations organized
around problems of practice occupy a larger space in the curriculum
and serve as the context for theoretical or foundational knowledge.
Finally, each of the reforms represents a reaction to perceived short-
comings of the extant program and its model. In this sense, the
reforms emphasize elements that are unique to particular fields.
Medicine, for example, has to grapple harder with the explosion of
new knowledge than theology does, although even there new
scholarship continues to expand the perspectives available to future
clergy and theologians. To tease out implications for educational
leadership might involve attention both to cross-cutting themes in
these and other professions and to distinctive aspects of the leader-
ship enterprise in education. We invite you to draw your own impli-
cations while we conclude with ours.

Implications for the Preparation of School Leaders

A recent study of the modern presidency from Franklin D. Roose-
velt to Bill Clinton (Greenstein, 2000) identified six qualities as
crucial to leadership effectiveness:

e Mastery of the bully pulpit (FDR, John Kennedy, and Ronald
Reagan get high marks here)
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¢ Organizational capacity (Dwight Eisenhower, with his mili-
tary experience, ranks high; Kennedy’s Bay of Pigs fiasco is a
textbook case of organizational incapacity)

e Political skill (Lyndon Johnson was masterful in his early
years; Jimmy Carter was woeful)

e Policy vision (Eisenhower, Nixon, and Reagan had very
clear goals and programs; Johnson fell into the quagmire
of Vietnam)

e Cognitive qualities (Carter’s engineering mentality led to
obsession with details, while Nixon saw the big picture in his
dealing with China and the Soviet Union)

¢ Emotional intelligence (Eisenhower, Ford, and Bush were
largely free of distracting emotional highs and lows; LBJ’s vol-
canic temper and Nixon’s anger and suspiciousness limited
both men; LBJ, Carter, Nixon, and Clinton, all with first-
class intellects, were the opposite of FDR, whom Oliver
Wendell Holmes characterized as a second-class mind but
a first-class temperament)

Trait-based views of leadership have long been out of favor,
replaced by situational conceptions. Ranking presidents on quali-
ties may be no more than an entertaining parlor game, but such lists
raise an issue. If human qualities are important to leadership —if
leadership style is a serious matter— then can leadership be learned
through formal programs in the same way as brain surgery or archi-
tectural design? Some of the listed qualities may be developed or
enhanced through formal education, but with others it is less clear.
One view regards the most important elements of leadership as a
function of life experience and inborn qualities, with formal train-
ing playing a decidedly minor role. Other views, however, suggest
that ordinary individuals can learn to lead and that formal training
can play a significant part in the process. In considering the best
ways to prepare school leaders, we should not overlook the human
qualities that undoubtedly play a part in effectiveness and should
consider how learning experiences might cultivate such qualities or
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at least raise awareness about their importance. With this as pre-
amble, we suggest three ways of using this tour of professional edu-
cation to improve leadership development in education.

Heuristic Uses of Professional Models

First, the distinctions embodied in the models may be employed as
a heuristic device to evaluate the merits of program designs. Profes-
sional work of all kinds may be conceptualized in terms of skills,
theoretical and principled knowledge, analytic processes of various
kinds, and deliberation in action. The advantage of selecting one
mode is the success that may be achieved in the terms identified by
the model. The clearest case of this advantage is the legal studies
curriculum, which features a well-defined pedagogy that is practiced
by all instructors. There is little doubt that law school produces
graduates who are adept at using the legal paradigm for critical
analysis. They have opportunity to practice the method over three
years, in the company of many professors and in relation to the
major substantive areas of the law. The disadvantage of such single-
mindedness, however, is obvious. Law school graduates receive little
experience with the actual work of lawyering, under real conditions,
nor do they acquire a broad, foundational view of the field. These
matters the law schools resolutely allocate to other experiences such
as preparation for the bar exam or learning on the job.

Conversely, preparation programs that attempt to include some
attention to skill acquisition, theories underlying practice, analytic
paradigms of various kinds, and deliberation in action face the
difficulty of setting ambitious goals with limited resources. They run
the risk of doing nothing well in the attempt to do too much. Like-
wise, program guidance that consists of lengthy lists of objectives,
standards, competencies, and the like may encourage coverage-
based approaches to curriculum that fail to encourage deep, flexible
learning. This has been the bane of medical education, which kept
adding new knowledge to the regimen of lectures and textbook
assignments.

To address these classic problems of curriculum development,
two moves are frequently invoked. One might be termed “killing
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two birds with one stone”; the other follows the aphorism that it is
better to teach a man to fish than to supply him with a catch of fish.
As a design principle, the first move seeks experiences and activi-
ties that serve more than one learning function. A good example of
this is the selection of problem-based exercises in Harvard’s new
medical curriculum. The sum of cases encountered by students must
accomplish two purposes: to encourage self-directed learning in
groups and to acquaint students with the bodies of knowledge
regarded as foundational to initial medical practice. Work on
selected problems cannot leave out pharmacology, for example,
because this field is evidently basic to medical practice today. Like-
wise, the legal curriculum must include cases that introduce stu-
dents to important topics in the law such as torts and contracts,
while giving them practice in the critical analysis of cases.

The second move is to construct a program that inculcates both
skills and dispositions associated with continued learning. An
explicit aim of the new Harvard medical curriculum is to teach stu-
dents how to learn so that they can—and will—continue to be
students of medicine, continuously expanding their repertoires,
keeping up with the progress of scientific medicine, honing their
skills and their knowledge. This move counters the wrongheaded
procedure of enumerating every conceivable competency that a
practitioner might require and then representing it all in a curricu-
lum. Instead, the aim of preservice education is to form the “well-
launched novice,” who will continue to grow and develop.
Professional education in this regard shares an aim with liberal edu-
cation: to prepare the individual for a lifetime of learning.

Whether these aims are adopted, the four models provide a set
of alternatives that may be used both at the design stage of program
development and thereafter, in an appraisal of a program. In effect,
they encourage us to ask such questions as “What skills will be
acquired?” “What is the role of theoretical or principled knowledge
in the program?” “What analytic procedures will be taught and
learned?” and “How will knowledge and skill be transferred and
applied in a variety of contexts and situations of use?”
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Representative Reforms

A second use of insights from cross-professional practice is to iden-
tify consensus trends that represent “best practices” and then design
leadership programs accordingly. We cull the following recommen-
dations from the models, examples, and reforms described earlier.

1. Provide an expansive role for adult learners in leadership devel-
opment. One common element in the reforms we cited is a more
active role for students in directing their own professional learning.
This is a relatively new theme in professional education, reflected
in the cluster concept, the student tutorial in medical education,
the use of design projects in engineering education, and other pro-
grams. Rather than casting students as passive recipients of well-
formed bodies of knowledge, contemporary approaches introduce
open-ended, action learning projects and experiences that are more
reflective of real-world, on-the-job experience. Then the trick is to
provide adequate scaffolding, debriefing, and feedback around stu-
dent efforts.

2. Educate students in carefully formed groups, and use group learn-
ing. A second element in many reforms relies on action projects,
skill use, and the application of knowledge in group tasks. In addi-
tion to the substantive aims of such simulations and exercises, stu-
dents also must grapple with interpersonal issues, take on various
roles, learn how to modulate their own tendencies in response to
others, and work in teams. Bifocal debriefing attends both to group
process and to outcomes. Evaluations attend to individual learning
and to group learning. In addition to group projects, programs in
many fields are inducting students in cohorts, using this pattern
to form a stable community of learning. Reforms in educational
administration (for example, see McCarthy, 1999; Milstein and
Associates, 1993) already have picked up this theme, but the real
question may be how or whether programs make planful uses of
cohorts for learning. It would be useful to know more about this fea-
ture of program design. And it would be helpful if expertise about
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group dynamics, organizational and interpersonal communication,
conflict resolution, and related matters were available among edu-
cators and program designers (see, for example, Kaagan, 1999, on
the use of experiential learning exercises to facilitate learning for
leadership).

3. Utlize the problem as a central building block of the curriculum.
Case methods of various kinds have long been a staple of profes-
sional education. But there are strong arguments today for expand-
ing the use of problem-based learning (PBL). Certainly, this was the
cornerstone of the reform at the Harvard Medical School, and sit-
uated problems of practice could become a more prominent fea-
ture of education for leadership. Here, too, precedents exist in the
educational administration field, most notably the stellar work of
Edwin Bridges (1992; Bridges and Hallinger, 1995). As an organiz-
ing motif, PBL has a number of advantages. Problems may be
selected and arrayed to represent knowledge in the field. Intellec-
tual resources of various kinds (such as theories and principles) may
be assembled for use on problems. Students may be given practice
with various skills in the conduct of simulations related to the exer-
cises. Students take a lead role in the work, with instructors serving
as coaches, evaluators, and sources of feedback. Processes and out-
comes provide opportunities for learning. And the PBL format fits
well with the deliberate action frame. However, as Harvard learned,
the difficulty is to represent the major bodies of knowledge in a PBL
curriculum with tight time constraints.

4. Integrate foundational knowledge and analytic procedures with
field experiences. With the exception of the legal studies, most pro-
fessional education today involves substantial field-based experi-
ence under real conditions, where novices can explore the
application of theory, practice skills, and employ analytic paradigms
on real problems of practice. The major challenge, however, is not
simply to provide experiences but to carefully structure professional
learning from such experiences. This recommendation raises a host
of practical questions about how to bring analytic resources to bear
on practice. The use of retired school principals as mentors for
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novices may be one promising development (already under way in
Seattle), but new institutional arrangements may be needed as well.

5. Shift program orientations from courses to learning objectives;
build integrating mechanisms across learning experiences. The course
with its associated metric of “student credit hours” represents the
DNA of most universities and is very difficult to replace in much
the same way that the Carnegie unit has come to exercise deci-
sive influence on the high school curriculum. Nevertheless, an
important part of the emerging story in medical education and in
executive education is the move away from such programmatic
definitions to building blocks that are more directly related to learn-
ing itself. The Harvard faculty had to reconceptualize the curricu-
lum in terms of learning objectives in order to replace didactic
courses with problem-based learning and group tutorials. The fac-
ulty had to increase their interdependence within the program
around a common pedagogy and set of curriculum materials. The
advantage, though, came in the reinforcement supplied across
courses by a common method. This has been the historical advan-
tage enjoyed by law schools and business schools that use the case
method across courses.

6. Ultilize external examinations to supplement and complement pro-
grammatic learning in professional study. Staged professional exami-
nations in fields such as medicine, architecture, and engineering
have a number of advantages. They allow sequencing of knowl-
edge and skill from basic to advanced, and they provide formal rep-
resentations of the knowledge base of practice around which to
organize student learning. However, in these fields, such examina-
tions do not drive the professional studies curriculum; professional
study responds to its own imperatives. Nevertheless, as was evident
in the medical school case, students had to supplement their
PBL work with formal study to prepare for part 1 of the medical
licensure exams. And in the engineering case, apprenticeship
arrangements were not the only requirement for advanced certifi-
cation. Engineers also had to take an advanced exam. It may be,
then, that external examinations that supplement rather than
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determine the professional studies curriculum can aid in providing
well-rounded education. In the law, as noted earlier, the bar exam
does not drive the legal studies curriculum, and students must typ-
ically prepare for the bar outside the scope of legal education. The
education field might consider such uses of external examinations,
not to mandate particular professional study, but to complement it.

7. Plan for and take account of peripheral or incidental learning in
professional education. A final recommendation takes note of what
students are learning through their experience with the curriculum.
Sometimes such learning is associated with the concept of “hidden
curriculum.” Unplanned learning can be quite powerful and must
therefore be carefully monitored. In our medical example, the stu-
dent provided an excellent example. The exercises taught students
about the uncertainty inherent in medicine, notwithstanding its
strong scientific base. Many important peripheral lessons are com-
municated informally through experience with professional study.
What do students learn about cooperation? About distributed lead-
ership? About trusting or distrusting self and others? About learn-
ing to learn? These questions may not tap the formal curriculum of
study, but they are directly pertinent to learning for leadership.
Therefore, it is incumbent on program designers to consider such
issues and to seek feedback from students to learn about the effects
of a program’s hidden curriculum.

Nowel Reforms

Our final exercise is to select particular innovations that appear
promising for the education field and adapt them for use in educa-
tion. Of the reforms described, trends in executive education are
particularly provocative. Concepts such as customization, cascad-
ing, and distributed leadership point to a fundamental reorganiza-
tion of learning for leadership. The major shift is to conceive of
leadership development as a primary strategic resource for accom-
plishing organizational goals rather than as a generic process that
prepares individuals for standard administrative roles. The implica-
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tions of this shift are potentially far-reaching. It would require the
creation of partnerships between school districts and other service
organizations, such as universities, consultant groups, or intermedi-
ate agencies, to develop and continuously refine programs tailored
to local conditions and strategic plans. Such programs might sup-
plement rather than replace traditional programs, increasing invest-
ment in leaders’ ongoing learning in the context of actual work
teams in districts that were attempting to foster specific changes.
The content of the curriculum would concentrate on actual prob-
lems and challenges that particular districts or district consortia
face, and the aim would be not only to enhance individual leader
knowledge and skill but also to advance organizational goals.

As we indicated, one prototype for innovation along these lines
is New York City’s Community District 2, where superintendent
Anthony Alvarado presided over “the intentional blurring of the
boundaries between management of the system and the activities
of staff development” (Elmore and Burney, 1999, p. 281). Although
this reform concentrated on teacher learning and relied on recruit-
ment in and out as well as training, the basic stance fits well with
the trends in executive education.

A Final Word

This review of trends in professional education has uncovered
several aspects of reform notable for their absence. First, relatively
little attention has been given to innovations in the assessment of
learning. Harvard’s medical school has introduced some new per-
formance assessments (such as the triple jump) associated with
PBL, but little else is prominent. Second, commentators note the
absence of carefully conducted evaluations of professional educa-
tion. Program designs cannot benefit from empirical evidence that
warrants any particular practices, pedagogies, or other elements. A
major task ahead is to ground professional education more strongly
in evaluation studies that test the claims of reformers. Evidence
related to PBL, for example, reveals some modest learning gains
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over traditional programs, but the results are not dramatic. Argu-
ment, not evidence, underlies most reforms in professional educa-
tion—a state of affairs that does not go unchallenged in K—12
education. Last, the new technologies have not yet made much
appearance in professional education and do not appear to be a
driving force for change. Yet at least some observers believe that
technology holds revolutionary potential. At present, though, we
await such developments.
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Notes

1. The business field cannot be reckoned a “profession” according
to the features outlined here, but it has adopted many of the
elements of the professional model, including a central role for
the university-based professional school. Because business
schools are centrally engaged in the preparation of managers,
executives, and leaders at various levels of the commercial
enterprise, we included this field in our review.

2. Writing about the use of cases in teacher education, Sykes and
Bird (1992) identified four “kinds of conversation and reason-
ing,” each informing a particular “community of practice.” They
referred to these modes as foundational (cases as instances of the-
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ory), as pragmatic action and deliberation (cases as problematic
situations), as narrative knowing (cases as literature), and as casu-
istry: reasoning independent of theory (cases as a body of knowl-
edge). These distinctions overlap with Kennedy’s but are not
identical. Her first model, technical skill, is not represented in
the Sykes-Bird set, which introduces narrative and the literary
qualities of cases as another option. On this latter point, two
anecdotes are suggestive. Robert Coles, research psychiatrist
at Harvard University, relies heavily on literary classics to
teach ethics courses in many of Harvard’s professional schools,
including medicine and law. Likewise, when James March, the
renowned organizational theorist, taught a course on leadership
at Stanford University, his major texts were Don Quixote and
War and Peace, not the pop manuals proliferating in airport
bookstores. Other leadership courses rely on biographies and
autobiographies of great leaders. Program designers, then, have
multiple frames available to work with.

. Kennedy (1988, p. 155) defines a problem as “a multidimen-
sional situation that contains an unresolved question: should
company X purchase company Y, for instance. Students may
attack the problem by analyzing cash flow, net balance sheets,
impact on stock prices, impact on bond ratings, or impact on
the organization and its human resources. A project is analo-
gous to conventional term papers in that students determine
their own goals and strategies. They may be required to design
a building or bridge of their own choosing, for instance. Like
problems, projects are multifaceted, and can simulate the full
complexity of practice. They have the advantage of making stu-
dents choose their own goals.”

. These particular headings are derived from the divinity degree
program at a Lutheran seminary. They are merely indicative of
the kinds of topics and issues that make up study for the clergy.
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Appendix A

[. LEADERSHIP PROFICIENCIES

1. LeapErsHIP BEHAVIOR

A.

O Ow

T O

Demonstrate vision and provide leadership that appropri-

ately involves the school community in the creation of

shared beliefs and values.

Demonstrate moral and ethical judgment.

Demonstrate creativity and innovative thinking.

Involve the school community in identifying and accom-

plishing the school’s mission.

Recognize the individual needs and contributions of all staff

and students.

Apply effective interpersonal skills.

Facilitate leadership of others.

Conduct needs assessments and use data to make decisions

and to plan for school improvement.

Identify, pursue, and creatively coordinate the use of avail-

able human, material, and financial resources to achieve the

school’s mission and goals.

Explore, assess, and implement educational concepts that

enhance teaching and learning.

Understand the dynamics of change and the change

process:

¢ Be knowledgeable about change

e Be able to assess the organization’s readiness for change

e Understand the dynamics of resistance to change and
how it can be reduced

Advance the profession through participation as a member

of local, state, and national professional groups.

. Initiate and effectively coordinate collaborative endeavors

with local and state agencies.
Participate in professional development to enhance per-
sonal leadership skills.
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2. COMMUNICATION SKILLS

A. Articulate beliefs persuasively, effectively explain decisions,

FRT S ZOom

B.

check for understanding, and behave in ways that reflect
these beliefs and decisions.

Write and speak clearly and concisely so the message is
understood by the intended audience.

Convey opinions succinctly and distinguish between facts
and opinions when communicating priorities.

Understand the impact that his or her nonverbal commu-
nication has on others.

Use appropriate communication modes, including current
technologies, to communicate the school’s philosophy,
needs, mission, and accomplishments.

Accurately interpret others’ written communications.
Make effective use of the media.

Use active listening skills.

Express disagreement without being disagreeable.
Demonstrate skill in giving and receiving feedback.

Model the behavior expected of others.

Exhibit multicultural awareness, gender sensitivity, and
racial and ethnic appreciation.

Groupr PROCESSES
A.

Understand group dynamics and apply effective group pro-
cess skills.

Establish a framework for collaborative action and involve
the school community in developing and supporting shared
beliefs, values, mission, and goals for school.

Use appropriate team-building skills.

Implement appropriate decision-making and conflict reso-
lution techniques.

I[dentify, in collaboration with the school community, the
decision-making procedures the school will follow.

Work to build consensus both as a leader and as a member
of a group.
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G.

Recognize when direction and intervention are necessary.

CURRICULUM AND INSTRUCTION

A.

B.

Maintain a visible presence in the classroom.

Work with staff and community representatives to identify
a curriculum framework and common core of learning that
support the mission and goals of the school.

Demonstrate to all stakeholders knowledge of the school’s
curriculum framework and common core of learning.
Convene staff to review and modify the curriculum frame-
work and common core of learning on a regular basis.

E. Seek financial resources sufficient to meet the needs gener-
ated by the common core of learning.

F. Facilitate the allocation of financial and instructional
resources within the school.

G. Ensure that a diverse, gender-sensitive, and developmen-
tally appropriate program is provided for each child.

H. Encourage students and staff to participate in co-curricular
activities, such as community service, that enhance and
complement what is learned in the classroom.

[.  Engage staff in the study of effective teaching practices.

J. Provide varied support strategies, such as mentors, research,
and support teams.

K. Seek information and advice from a variety of sources.

L. Encourage staff to create professional networks both within
and outside the school.

ASSESSMENT

A. Ensure that the assessment process is both positive and
constructive.

B. Develop, plan, and offer resources for growth and improve-
ment.

C. Use due process procedures and legal assistance in dealing
with non-compliance, disciplinary, and dismissal issues.

D. Involve others in analyzing assessment data to help design

instructional programs that ensure the mission and goals of
the school are being met.



II.

ST~ T

Z

MODELS OF PREPARATION FOR THE PROFESsIONS 193

Maintain high expectations for students, staff, parents, and
self.

Work with staff to create an effective professional develop-
ment plan.

. Expect staff participation in professional development

activities.

. Cooperate with staff to develop a comprehensive counsel-

ing, advisory, and support program for students.

Ensure instruction is appropriate to the developmental level
of the child.

Ensure teaching strategies and learning styles are appropri-
ately matched.

Ensure a variety of strategies is used to help students succeed.
Stress the importance of purposeful planning.

. Engage parents in discussions on ways to improve student

learning.
Ensure that staff members communicate regularly with par-
ents regarding student progress.

ADMINISTRATIVE/MANAGEMENT PROFICIENCIES

ORGANIZATIONAL MANAGEMENT

A.

B.

C.

Possess a clear view of the past, present, and future of the
school.

Use collaborative planning to help identify objectives that
accomplish the school’s mission and goals.

Select, assign, and organize staff in a way that assures the
greatest potential for clarifying and accomplishing the
school’s mission.

Consider research findings in making program decisions.
Analyze problems effectively and reach logical conclusions.
Develop and implement administrative procedures consis-
tent with local policies, state and federal rules and regula-
tions, and contractual agreements.

. Ensure that students are offered programs that are relevant

to their unique needs.
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H.

ST~ T

Z

lae]

Attract volunteers and provide them with effective training
and meaningful assignments.

Work with staff and community to create and maintain a
safe and orderly learning environment.

Coordinate service of community agencies so that appro-
priate resources are directed to all children.

Develop and implement equitable and effective schedules.
Employ time management principles.

. Identify staff strengths in order to appropriately delegate

tasks.

Develop and facilitate a process for the review of curriculum
and instructional issues raised by individuals or groups out-
side the school.

Create and implement policies that assure appropriate and
confidential collection and use of school and student data.
Keep abreast of developments in education law.

Manage the operation and maintenance of the physical
plant.

Develop plans for applying technologies to instruction and
management.

Promote the placement of teaching practicum students, stu-
dent teachers, and teacher and administrative interns in the
school.

2. FiscaAL MANAGEMENT

A.

B.

Understand the school district budget and its implications
for the school.

Involve members of the school community in developing
budget priorities based on the mission and goals of the
school.

Prepare the school budget in accordance with school dis-
trict budgeting procedures.

Employ and monitor acceptable accounting procedures in
the maintenance of all fiscal records.

Use cost control procedures and institute cost-effective
practices in the management of all school funds.
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Exercise creativity in finding new resources to support
school programs.

3. PoriticAL MANAGEMENT

A.

B.

e

Develop strategies to attract appropriate financial support
for public education.

Involve community leaders in the development and support
of the school’s program.

Use effective strategies to deal with the political issues and
forces that affect the school’s operation.

Understand the dynamics of school district decision
making.

Work effectively with diverse elements of the school com-
munity.

Position the school as a community resource.

. Participate in local, state, and federal legislative activities.

Source: National Association of Elementary School Principals, 1997.
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Appendix B
KNOWLEDGE CATEGORIES—EXAMPLE 2

[. FUNCTIONAL DOMAINS

1. LeabpersHip — providing purpose and direction for individu-
als and groups; shaping school culture and values; facilitating
the development of a shared strategic vision for the school;
formulating goals and planning change efforts with staff and
setting priorities for one’s school in the context of community
and district priorities and student and staff needs.

2. INForMATION COLLECTION — gathering data, facts, and
impressions from a variety of sources about students, parents,
staff members, administrators, and community members; seek-
ing knowledge about policies, rules, laws, precedents, or prac-
tices; managing the data flow; classifying and organizing
information for use in decision making and monitoring.

3. ProBLEM ANALysis — identifying the important elements of
a problem situation by analyzing relevant information; fram-
ing problems; identifying possible causes; seeking additional
needed information; framing and reframing possible solutions;
exhibiting conceptual flexibility; assisting others to form rea-
soned opinions about problems and issues.

4. JupeMENT — reaching logical conclusions and making high
quality, timely decisions based on the best available informa-
tion; exhibiting tactical adaptability; giving priority to signifi-
cant issues.

5. OrGaNizaTiIONAL OVERSIGHT — planning and scheduling
one’s own and other’s work so that resources are used appropri-
ately, and short- and long-term priorities and goals are met;
scheduling flows of activities; establishing procedures to regu-
late activities; monitoring projects to meet deadlines; empow-
ering the process in appropriate places.
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. IMPLEMENTATION — making things happen; putting programs

and change efforts into action; facilitating coordination and
collaboration of tasks; establishing project checkpoints and
monitoring progress; providing “midcourse” corrections when
actual outcomes start to diverge from intended outcomes or
when new conditions require adaptation; supporting those
responsible for carrying out projects and plans.

. DELEGATION — assigning projects, tasks, and responsibilities

together with clear authority to accomplish them in a timely
and acceptable manner; utilizing subordinates effectively; fol-
lowing up on delegated activities.

PROGRAMMATIC DOMAINS

. INSTRUCTION AND THE LEARNING ENVIRONMENT — creating

a school culture for learning; envisioning and enabling with
others instructional and auxiliary programs for the improve-
ment of teaching and learning; recognizing the developmental
needs of students; ensuring appropriate instructional methods;
designing positive learning experiences; accommodating dif-
ferences in cognition and achievement; mobilizing the partici-
pation of appropriate people or groups to develop these
programs and to establish a positive learning environment.

. CurricuLuM DEsiGN — understanding major curriculum

design models; interpreting school district curricula; initiating
needs analyses; planning and implementing with staff a frame-
work for instruction; aligning curriculum with anticipated
outcomes; monitoring social and technological developments
as they affect curriculum; adjusting content as needs and con-
ditions change.

. STUDENT GUIDANCE AND DEVELOPMENT — understand-

ing and accommodating student growth and development;
providing for student guidance, counseling, and auxiliary
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I1I.

services; utilizing and coordinating community organizations;
responding to family needs; enlisting the participation of
appropriate people and groups to design and conduct these
programs and to connect schooling with plans for adult life;
planning for a comprehensive program of student activities.

. Starr DEVELOPMENT — working with faculty and staff to

identify professional needs; planning, organizing, and facilitat-
ing programs that improve faculty and staff effectiveness and
are consistent with instructional goals and needs; supervising
individuals and groups; providing feedback on performance;
arranging for remedial assistance; engaging faculty and others
to plan and participate in recruitment and development activ-
ities; and initiating self-development.

. MEASUREMENT AND EvALUATION — determining what diag-

nostic information is needed about students, staff, and the
school environment; examining the extent to which out-
comes meet or exceed previously defined standards, goals, or
priorities for individuals or groups; drawing inferences for pro-
gram revisions; interpreting measurements or evaluations for
others; relating programs to desired outcomes; developing
equivalent measures of competence; designing accountability
mechanisms.

. RESOURCE ALLOCATION — procuring, apportioning, monitor-

ing, accounting for, and evaluating fiscal, human, material,
and time resources to reach outcomes that reflect the needs
and goals of the school site; planning and developing the
budget process with appropriate staff.

INTERPERSONAL DOMAINS

. MotivariNn OTHERS — creating conditions that enhance

the staft’s desire and willingness to focus energy on achieving
educational excellence; planning and encouraging participa-
tion; facilitating teamwork and collegiality; treating staff as
professionals; providing intellectual stimulation; supporting
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innovation; recognizing and rewarding effective performance;
providing feedback, coaching, and guidance; providing
needed resources; serving as a role model.

. INTERPERSONAL SENSITIVITY — perceiving the needs and con-

cerns of others; dealing tactfully with others; working with
others in emotionally stressful situations or in conflict; manag-
ing conflict; obtaining feedback; recognizing multicultural dif-
ferences; relating to people of varying backgrounds.

. OrAL AND NONVERBAL ExPRESSION — making oral presenta-

tions that are clear and easy to understand; clarifying and
restating questions; responding, reviewing, and summariz-
ing for groups; utilizing appropriate communicative aids;
being aware of cultural and gender-based norms; adapting
for audiences.

. WRITTEN EXPRESSION — expressing ideas clearly in writing;

writing appropriately for different audiences such as students,
teachers, and parents; preparing brief memoranda, letters,
reports, and other job-specific documents.

CONTEXTUAL DOMAINS

. ParLosorHicaL aND CULTURAL VALUES — acting with a rea-

soned understanding of the role of education in a democratic
society and in accordance with accepted ethical standards;
recognizing philosophical influences in education; reflecting
an understanding of American culture, including current
social and economic issues related to education.

. LEGaL AND REGULATORY APPLICATIONS — acting in accor-

dance with federal and state constitutional provisions, statu-
tory standards, and regulatory applications; working within
local rules, procedures, and directives; recognizing standards of
care involving civil and criminal liability for negligence and
intentional torts; and administering contracts and financial
accounts.
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3. Povricy anD PoviticaL INFLUENCES — understanding schools
as political systems; identifying relationships between public
policy and education; recognizing policy issues; examining
and affecting policies individually and through professional
and public groups; relating policy initiatives to the welfare of
students; addressing ethical issues.

4. PusLic ReLaTiONS — developing common perceptions about
school issues; interacting with internal and external publics;
understanding and responding skillfully to the electronic and
printed news media; initiating and reporting news through
appropriate channels; managing school reputations; enlisting
public participation and support; recognizing and providing
for various markets.

Source: Thomson, 1993.
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This chapter provides an international comparative survey of the
training of principals. It describes best practices; emerging ideas,
theories, and issues; standards in representative nations; and other
information regarding international practices. The context is an
apparent crisis in the role. Expressed bluntly, few people want the
job, vacancies are growing fast, and the preparation for those who
take the job is generally considered to be inadequate.

Reports from nation after nation refer to the shrinking pool of
applicants. The most negative is from New Zealand, where only 9
percent of assistant and deputy principals apparently want the job.
Darrell Ward, president of the New Zealand Education Institute
(the elementary teachers’ union), which commissioned the study
that yielded this finding, went to the heart of the problem. “These
people are the closest to the principal in terms of working relation-
ships in a school, and I think it’s safe to say that they’re seeing the
workload issues, they're seeing the stress, and they're saying, ‘It’s not
for me.”

The conditions Ward described appear endemic in much of the
English-speaking world. Any report of best practices in training,
current or proposed, must take account of the “workload issues.” At

203



204 TuEe PrincipaL CHALLENGE

first sight, these derive from higher standards that are expected of
schools; decentralization of authority, responsibility, and accounta-
bility; changes in the technology of learning and teaching; and lim-
ited resources. A deeper analysis reveals that these and similar
trends are associated with—indeed, are a consequence of —funda-
mental changes in society, especially in Australia, Britain, Canada,
New Zealand, and the United States. Some commentators argue
that we are experiencing the most sweeping societal transformation
in the history of humankind. A successful training program for prin-
cipals must equip a person who wants the job with the knowledge,
skills, and attitudes to operate under these conditions.

Our preparation for the report that formed the basis of this
chapter began in 1999 with the assumption that exemplary pro-
grams existed. It soon became apparent that this was not the case,
at least on the scale that provided exemplars for a national effort.
There have been favorable reports of small-scale projects at the dis-
trict or state level. Some programs have been successful on a wider
scale, at the state, regional, and national levels, but they are not
part of a coherent collection of strategies that systematically and
successfully address the need for principal training. Other programs
with a broad mandate may have been highly successful in the past,
even on a large scale, but are no longer so.

Soon after our work began, an effort to design a program on a
national scale moved beyond the preliminary planning stage with
the creation of the National College for School Leadership in Brit-
ain, and the NCSL has moved closer to the status of an exemplar.

Note that we use the term principal throughout this chapter
except where reference is made to practice in Britain, where the
term headteacher is used.

Factors That Shape Interest in the Principalship

Considerable change in the role of the principal has occurred and
continues to occur. Although change was endemic in the profession
for the last quarter of the twentieth century, the recent acceleration
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of change and its pervasiveness for schools are causing concerns
about the way we prepare candidates for principalships and the
shortage of suitable applicants for the available positions. The lit-
erature suggests that the ubiquity of change, complexity of the role,
level of remuneration, status of the profession, legal constraints, and
impact on family life are all reasons for the dearth of candidates
seeking leadership roles in schools.

Cooley and Shen (1999) demonstrated that ten key factors
influence prospective administrators in deciding whether to seek a
position as a school leader. Results from their study suggest that
“organizational relationships, more than other factors, affect a
teacher’s willingness to seek an administrative position in a partic-
ular district” (p. 79). Relationships among the governing body or
board, administration, and teachers were the most important con-
sideration, followed by salary and community support. Other fac-
tors included the impact on home and community life, stress levels
associated with the position, poor working conditions, and the
unattractive nature of the work in a society that is placing more and
more demands on teachers, schools, and principals.

Daresh and Male (2000) explored the changes that affected
principals in both the United Kingdom and the United States in
their first year of their new jobs. This research supports the view
that the role is complex and in particular that new leaders are ill-
prepared for the degree of responsibility thrust on them. It found
that they had difficulty learning to reduce conflicts and problems in
a wide range of constituent groups. The candidates reported that
they were not prepared for the life-changing event of assuming
the role and felt unprepared for major decisions that require re-
flection and assistance, with a strong emphasis on personal values
and ethics. The personal lives of new leaders were altered signifi-
cantly, with most reporting feelings of alienation, isolation, and
frustration in their work. Britain and the United States follow quite
distinct models for preparing prospective leaders, but Daresh and
Male (2000) conclude that neither method has prepared aspiring
leaders adequately, adding a further dimension to the problem of
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the position. They conclude: “British headteachers do not feel as if
they were prepared totally for their posts simply because they had
years of experience in roles similar to but not the same as head-
teachers. And American principals report that academic pre-ser-
vice training does not prepare them completely for their jobs. The
issue, therefore, is not one of suggesting that one is prepared either
by previous practice or by courses. It is an issue of finding appropri-
ate balance” (p. 99).

Davis (1996) identified a number of impediments to the role of
the modern principal but gives weight to the problem of values in
a postmodern and pluralistic society where absolutes are replaced
by relativism and legislation has sought to mandate much in the
public and private lives of citizens. Davis sees potential problems
for principals when they face a values vacuum and overzealous
litigation:

We are approaching a time of increasing uncertainty, when the
absence of shared values will complicate life for school principals
and for school systems. In default of a clear understanding of what is
right and what is wrong, people will make assessments on the basis
of what they feel is right and wrong. No condition could give more
opportunity for debate and disagreement. . . . There is no doubt that
the first part of the next century will see litigious proceedings
become commonly accepted responses to schools’ management of
such areas as student misbehavior, curriculum choice and atten-

dance at class [pp. 10-11].

James and Whiting (cited in Gunter, 1999) report research into
the decision to become a headteacher at a time of a shortage in
recruits. They argue that “the notion that there is a large pool of
potential heads out there who have the capacity to assume leader-
ship and who will, of course, choose to do so in sufficient numbers
is unsustainable” (p. 261). They go on to show that the decision not
to become a headteacher involves contextual reasons, from job sat-
isfaction through to family commitments, combined with a view
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that headship was not professionally or personally attractive. The
formal utilitarian aspect of the training and the projected life of
a headteacher remains unattractive and is not helped by the ridi-
culing of educational values and of those who “resist” business
management.

Consider some of the changing dimensions to the job of a head-
teacher in Britain over the past ten years:

e Competitive tendering for cleaning and canteen facilities

The hiring, firing, promotion, and dismissal of staff

The selection, recruitment, retention, discipline, and depar-
ture of pupils

The bidding for resources from external funding agencies

The installation and operation of information systems to mea-
sure and report on performance

The school inspections by a privatized team according to the

OFSTED [Office for Standards in Education] framework

The need to bring in trainers and consultants to support staff
training and development

Other changes include a national curriculum; national testing;
teacher appraisal (evaluation); site-based financial decision mak-
ing, including responsibility for hiring and firing staff; and per-pupil
funding and parental choice linked to accountability at the school
level for results and value for money (Creissen and Ellison, 1998).
These tasks are typical of senior executives’ work in other fields. It
is therefore understandable that “school principals are increasingly
regarded as the equivalents of senior managers in medium-sized
business enterprise[s]. . . . The message which the government
wishes to emphasize is that of schools as businesses in a market-led
economy for education” (Thody, 1998).

Centralization and decentralization are apparently competing
trends in education introduced from the late 1980s onward. Reflect-
ing centralization of the British system, a national curriculum now
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applies to all public schools, national standards are set by the cen-
tral government, and all schools are subject to frequent inspections
on nationally set requirements. To decentralize, schools have
become individually self-managed. If centralized control is the
intention of the government, as it appears to be, then nationaliza-
tion of the training of school principals is yet another part of the
control mechanism.

Olson (2000a) reported that some reasons for a shortage of
appropriate qualified candidates for U.S. school leadership were
related to the quality of training programs. A leader in the National
Association of Elementary Principals (NAEP) believes that the tra-
ditional leadership training programs “have not been able to move
from the theoretical to the practical issues that principals face in
a manner that’s been, in our minds, as effective as they need to
be” and believes that better alternatives are emerging. Sibyll Car-
nochan, director of policy and research for the Broad Foundation,
argues that “new training programs should blend coursework and
on-the-job experience; provide ongoing support for novices; and
combine a deep knowledge about instruction with management
training” (Olson, 2000a).

Elsewhere, Olson (2000b) suggests other reasons for concern
about the quality of leadership in schools:

Most noticeably, the push for standards-based reform —and the
pressure on schools to deliver in terms of academic performance —
have raised the demands and pressures on principals and brought an
unprecedented level of public scrutiny to their job performance. In
some cases, principals’ salaries and contracts are now dependent on
gains in student achievement. . . . But the focus on leadership also
reflects a belated recognition that standards and procedures alone
can’t energize a dispirited teaching staff or bring parents and com-
munity leaders together to turn around a failing school. . . . At the
same time, the student population is becoming more diverse,
increasing the demands placed on school. . . . Nor have the man-
agement functions traditionally associated with school leadership

gone away —if anything, they’ve become more demanding. Princi-
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pals are expected to exert more control over budgets and hiring and

to work more collaboratively with their communities.

A Review of Principal Training Programs

We shall now review developments in a number of nations, with
particular reference to Britain, Australia, the United States, Hong
Kong, and Sweden.

Britain

In Great Britain, increasing responsibility and accountability at the
school level through site-based management in the form of local
management of schools (LMS), grant-maintained status (GMS),
and the city technology college (CTC) initiative “led to pressure
from a wide range of sources, including the government and the
teaching profession, for a more coherent approach to leadership and
management development for both middle managers and head-

teachers” (Creissen and Ellison, 1998).

National Professional Qualification for Headteachers. The
trend in training programs for aspirant principals has been toward a
centralized, compulsory, competency-based scheme based on the
National Standards for Headteachers. In 1997, launched by the
Teacher Training Agency, the National Professional Qualification
for Headteachers (NPQH) was introduced to address the profes-
sional development needs of aspiring and practicing headteachers.
The qualification is aimed at providing aspiring headteachers with
the skills and abilities to take up the leadership of a school. This
program has moved away from conventional models of training that
traditionally served the profession through diverse and pluralistic
multiple providers and an emphasis on voluntary participation. The
move toward a centrally determined and accredited training pro-
gram is seen as a break with the past that reflects the failure of tra-
ditional programs to meet the needs of the modern principal.
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The National Standards for Headteachers (Teacher Training
Agency, 1998) contain five sections that prescribe criteria a candi-
date needs to meet and training that will facilitate attainment. The
five sections are as follows:

. Core purpose of headship
. Key outcomes of headship
. Professional knowledge and understanding

. Skills and attributes

U B W N =

. Key areas of headship, namely:
a. Strategic direction and development of the school
b. Teaching and learning
c. Leading and managing staff
d. Efficient and effective deployment of staff and resources

e. Accountability

Training centers and providers were established in ten NPQH
training and development centers in England and Wales and
regional assessment centers. Alternative training is provided
through a partnership of the Open University and the National
Association of Headteachers. Training is focused on activities that
are both practical and relevant to school improvement and pro-
vided by accredited trainers. It is useful to note at this point that the
scale of the project is very large indeed, as there are about twenty-
five thousand public schools and about three thousand private
schools in Britain.

The NPQH has six stages and is based on the separation of
assessment from training (Gunter, 1999):

Stage 1: Application and selection. Eligibility is determined by
the local education authority (or an assessment center if the
person was in a grant-maintained or independent school;
the grant-maintained classification was abolished in 1998).
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Stage 2: Needs assessment. Candidates undergo a needs assess-
ment at an assessment center and produce an action plan for
their training.

Stage 3: Training and assessment. Candidates undertake com-
pulsory training related to key areas a and e in section 5 and
produce four assessment tasks.

Stage 4: Remaining standards assessment for candidates not fol-
lowing the training. All candidates need to complete the
assessment tasks for key areas b, ¢, and d in section 5, a total
of six tasks. Training modules are available for candidates
who identify these areas in their action plan.

Stage 5: Final assessment. Candidates return to the assess-
ment center, having demonstrated that they have met the
national standards through the ten assessment tasks. The
decision to award is based on a day at the center in which,
through “group and individual exercises,” the candidates
demonstrate that they are ready for headship. Emphasis
is on the core requirement for headship: candidates must
“demonstrate their overall readiness for headship by show-
ing that they are capable of exercising the professional judg-
ment and leadership qualities of a headteacher” (Teacher
Training Agency, 1998).

Stage 6: Award of the qualification. The award of the NPQH
signals readiness for headship, which means that “governing
bodies can be confident that anyone who has successfully
completed this program of training can perform effectively
in [the| post. The NPQH will also give aspiring headteach-
ers the confidence to know they are ready for the top job”

(Teacher Training Agency, 1998).

Anthea Millett, former chief executive of the Teacher Training
Agency, responsible for headship training programs, claimed that
“the program is unique in bringing together development of per-
sonal leadership effectiveness with school improvement strategies”
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and says that the program is right to “aim at raising the game of all
headteachers, and that trials so far suggest this has been a very suc-
cessful outcome.” She added: “Research and inspection evidence
makes clear the extent to which the quality of leadership is crucial
to school improvement. In highly effective schools, as well as
schools which have reversed a trend of poor performance and
declining achievement, it is the headteacher who sets the pace,
leading and motivating the pupils and staff to perform to their high-
est potential” (Millett, 1998).

Not all commentators subscribe to this sanguine view. Gunter
(1999) reviewed some of the literature that evaluated the current
NPQH program and expressed concern that the type of training
offered by the NPQH program fails to provide candidates with
sufficient differentiation in terms of their needs and those of their
schools, in areas ranging from gender issues to spiritual leadership,
which might be essential in religious or denominational schools. A
further concern involved the “deficit model” of sorting out poten-
tial but weak candidates or effective but failing headteachers, a task
with little appeal for education professionals. Also, the emphasis
in the training program was more on achieving competence than
on drawing on what has been learned about the importance of
mentoring.

Another criticism was that much of the training program
appears to be geared toward management processes rather than
issues associated with leadership and assumed a causal connection
between what the headteacher does and the eventual outcome.
The emphasis on organization, management, and production of
measurable facts suggests a process devoid of issues related to values,
power, and relationships. Gunter argued that “we have been moved
radically, perhaps tragically, from what traditionally has been
known as the preparation of headteachers to the training of head-
teachers, and in doing so all the debates that have gone on nation-
ally and internationally about pedagogy and purpose are being
marginalized” (p. 259). The adoption of business competencies and
strategies has, in part, served to alienate those candidates who hold
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firm to the centrality of their educational role in their professional
identity.

A further perceived problem with the NPQH training program
was that it assumed a rational or linear view of change and change
management. The teaching of or training in competencies presup-
poses that these skills in areas of technical expertise will effectively
equip the principal to initiate and implement change in a turbulent
school environment. Other writers (for example, Fullan, 1993;
Stacey, 1992) argued that the pace of change, the degree to which
it is externally imposed or arises internally, and the complexity of
large organizations such as schools mean that the management of
change is far more complex, that there is no clear relationship
between input and outcomes, and that change management in the
future will be far less linear or rational. In this environment, change
management will involve a complex interplay of skills, motivation,
and capacity to provide meaning and animate others. Change,
then, is more about a journey, making and refining plans to achieve
a particular set of objectives, rather than setting a predetermined
pathway. Leaders will be required to be flexible, responsive, and
adaptive to increasing turbulence in the school milieu. Ouston
(1998) argued that “incremental approaches to organizational
change are more likely to be successful in a complex environment:
decisions made rationally are those which are most likely to con-
tribute to achieving long-term objectives” (p. 128). It would be
difficult to see how the skills of flexibility, adaptability, motivating,
and providing meaning for others could easily be achieved in a
rational, universal, competency-based model of principal training.

In concluding her remarks on problems associated with the
NPQH model of training, Gunter posited that “the promotion of
agency is creating a picture of headship which will put a lot of very
creative people off, as it denies the broader connection with the

social and the moral” (1999, p. 262).

Leadership Program for Serving Heads: The Hay/McBer

Program. Another initiative in Britain is the National Program for
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Serving Heads (NPSH), which commenced in November 1998.
The NPSH was developed for the Teacher Training Agency by pri-
vate consulting organization Hay/McBer, in partnership with the
National Association of Headteachers (the professional body that
serves elementary school principals) and the Open University. As

described by the Department for Education and Employment
(2000), the program

e Draws on national standards for headteachers and research
evidence on the characteristics of highly effective head-
teachers

e Begins with a thorough and confidential analysis of personal
and school performance, providing a sharp focus for subse-
quent training and development

e Features a four-day residential workshop followed by further
professional development and support

e Directly links personal target setting by the headteacher and
school target setting for raising pupils’ achievements

e Combines challenge and support in a neutral and confidential
setting where heads can share expertise with colleagues from
other types of schools and different parts of the country

The program is conducted in four stages, with preworkshop
preparation requiring participants and staff members to complete a
questionnaire on leadership style (providing 360-degree feedback);
a four-day residential workshop; postworkshop support, including
electronic networking and the use of a development guide; and a
follow-up day that calls for preparation by the participants and
members of their school communities. The program is delivered
through seven national training providers, most of which are con-
sortia whose members include at least one university. The Uni-
versity of London Institute of Education, through its Leadership
Center, is the only university acting in its own right. It is an expen-
sive program, costing £2,000 per participant, with an optional
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£250 to be matched with a business partner through the Partners in
Leadership scheme. Participants may seek support from their local
education authorities, or they may self-fund. The program has con-
sistently received very positive ratings by participants.

This is clearly just one component of a more comprehensive
suite of programs but is selected for recommendation as an exem-
plar for two reasons: its evident success on a national scale and as a
successful adaptation from another country. The Hay/McBer orga-
nization successfully tendered for its role in the scheme on the basis
of its success with an almost identical program in Victoria, Aus-
tralia, brief details of which are given in another section of this
chapter. Anthea Millett, former CEO of the Teacher Training
Agency, visited Victoria to gather firsthand information on the
scheme as implemented in that state. She was aware of the similar-
ities in the reform agendas of Britain and Victoria but noted three
points of difference. In Britain, the target population is all serving
heads, numbering about twenty-five thousand in public schools, to
participate at the rate of three to four thousand a year, whereas
for Victoria the program is intended for experienced heads only.
In Britain, the program is implemented through seven national
providers, with staff trained by Hay/McBer, whereas Hay/McBer
conducts the Victorian program with its own staff. Third, the Part-
nership in Leadership scheme has no counterpart in Victoria.

The framework and other aspects of the program are derived
from the work of David McClelland, founder of the McBer prac-
tice in the Hay Group and formerly a professor at Harvard. It is
based on the view that four variables—individual characteris-
tics, job requirements, leadership styles, and school climate —
come together and affect performance. Early evidence cited by
Hay/McBer in both Victoria and Britain suggests an association of
this kind.

[t is noteworthy that Hay/McBer secured a contract with the
Department for Education and Employment in 1999 to research
teacher effectiveness as part of a scheme for threshold assessment
and performance management of teachers. The outcomes were
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scheduled for announcement in May. It is understandable that the
commissioning of this project drew mixed reactions from university
researchers who might normally expect to be engaged for such work.

National College for School Leadership. The program in Brit-
ain may be viewed as exemplary, despite reservations and critiques,
for it is national in scope and has been implemented. However, it is
the next stage that will surely attract considerable international
attention. In mid-1999, the government released its prospectus
for a National College for School Leadership (NCSL) (Department
for Education and Employment, 1999). It is noteworthy that Prime
Minister Tony Blair made the announcement and appears to have
made the project his own in many ways. He cowrote the foreword
to the prospectus with David Blunkett, secretary of state for educa-
tion, employment, and training.

The main purpose of the following short account is to establish
the significance of the initiative on the world stage, for the United
Kingdom has a population of more than fifty million, with about
twenty-five thousand public schools and around three thousand pri-
vate schools whose leaders will be involved in the NCSL program
in one way or another.

The intention was signaled by Blair and Blunkett (Department
for Education and Employment, 1999, p. 2):

Leadership and vision are crucial to raising standards and aspirations
across the nation’s schools. We cannot leave them to chance. That
is why we intend to establish a National College for School Leader-
ship, as a key part of our modernization of the teaching profession.

The National College for School Leadership is among the most
radical and innovative proposals in our Teachers Green Paper
[Department for Education and Employment, 1998]. Rooted in out-
standing practice, it will offer heads, deputies and other school lead-
ers for the first time the professional support and recognition they
deserve as they strive to transform our schools. . . .

Up to now, leadership development has lacked coherence,

direction and status. For the first time, the college will provide a
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single national focus for leadership development and research, offer-
ing school leaders the quality support other professions take for
granted.

A national competition was conducted to select a site for the
college. Those that submitted tenders were required to assemble a
consortium of public and private interests in educational and none-
ducational domains, demonstrating a capacity to provide the kind
of site required; build local support and commitment; and make a
contribution to resourcing the enterprise. The University of Not-
tingham was chosen. A director (Heather Du Quesney, currently
director of education for the London borough of Lambeth) took up
her appointment in September 2000. The college is responsible for
the NPQH and, more broadly, for designing and delivering a range
of programs at its site in Nottingham and around the country.
Building capacity for on-line learning is clearly a priority, as is ongo-
ing research about school leadership. A feature is the international
linkage, and this alone is exemplary, with scores of people from
many nations invited to contribute their ideas so far. Particular fea-
tures of the program are likely to include problem-based learning,
mentoring, international travel and exchange, and use of the “mas-
ter class” approach. The government has committed £10 million to
building the NCSL headquarters in Nottingham and £100 million
per year for three years for mounting its programs.

At the time of writing, the NCSL was gaining momentum in
each of the areas in its mandate, with plans for delivery now includ-
ing scores of local and regional learning networks. Leadership in
middle management has been added, increasing the number of
potential clients at any one time to more than a quarter of a million
people.

Australia

We would like to have included reports of exemplary practice in our
own nation, but no coherent and comprehensive strategy is in place
at this time. Elements of such a strategy do exist and are briefly
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described here. The situation in Australia is similar to that in the
United States in that the constitutions of both nations make edu-
cation a state responsibility. The national government has an
influence on policy and practice through the provision of grants to
states and to other bodies, with particular conditions attached
regarding use and accountability. Our review of Australia’s train-
ing programs is divided into three sections. The first describes
noteworthy practices in Victoria. The second summarizes efforts to
develop a competency-based approach. The third provides an over-
all assessment, highlighting the fragmentation of effort around the
country.

Noteworthy Practices in Victoria. In Victoria, the change in
the role of principal has been greater than in other states. However,
all states have programs for principal development.

An example of best practices in the 1980s was the program of
the Institute of Educational Administration (IEA) in Victoria. Its
centerpiece was a four-week intensive residential experience mod-
eled on that of management colleges in the business sector. Its
building in Geelong was purpose-designed around forty-five people
assigned to syndicates of fifteen people each. Some leading inter-
national experts in educational administration served as con-
sultants for two of the four weeks. Other consultants assisted in
particular fields of administration, including developments of lo-
cal (state) interest. A problem-based or case study approach was
preferred in syndicate work, and the program was noted for its
coherence.

The I[EA also conducted short programs and developed
resources for use or purchase by others. About two thousand people
participated in its extended residential programs over nearly fifteen
years prior to its closure in early 1993. Although the IEA’s impact
was likely a very powerful one for participants and the institutions
they served, the number of participants was but a small fraction of
the population of school leaders during the time of its operation.
This was a function of program design. Aside from the issue of
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impact, the IEA was dependent to a large extent on state grants and
came under pressure as the financial circumstances in Victoria dete-
riorated in the late 1980s and early 1990s. A change in government
in 1992 saw closure and sale of the property.

A similar program may be a worthwhile element of a compre-
hensive strategy, especially if it is offered in several locations, is of
somewhat shorter duration, and is supported with advanced on-line
learning and powerful interactive multimedia resources of the kind
now available. A combination of revenue from the sale of on-line
services, public and private funds, and a major client contribution
would ensure financial viability.

The administration that closed the IEA had a commitment to
principal development that was manifested in several noteworthy
ways. Its focus was the package of reforms from 1993 known as
Schools of the Future. This brought together a state curriculum and
standards framework, local selection of teaching staff who remained
under contract with the state education department, the decen-
tralization of more than 90 percent of the state’s education budget
to schools for local decision making, the introduction of statewide
assessment tests in key learning areas at two points in elementary
schooling and one point in secondary schooling (there is also the
program for the Victorian Certificate of Education at the end of sec-
ondary schooling), and a system of annual and triennial reviews
with external validation. An integrating mechanism is the school
charter, a document outlining school priorities over a three-year
period and reflecting agreement between the school and its com-
munity on the one hand and the school and the education depart-
ment on the other.

Several large-scale training efforts were mounted. Brian Cald-
well and the late Max Sawatzki contracted to provide five-day res-
idential training programs for more than one thousand principals
from 1994 to 1997 on the theme “Creating a School of the Future.”
The program was conducted in three parts, the first a three-day res-
idence, the second a work-based project, and the third a two-day
residence. Major themes fell into the broad areas of strategic lead-
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ership and management; self-management in the personal sense,
with opportunities for gaining 360-degree feedback and personal
career planning; performance management and quality assurance;
and team-building. Mean ratings were invariably in the high 4s on
a 5-point scale.

Other major efforts centered around various curriculum initia-
tives, starting with literacy. The Early Literacy Research Project
(ELRP), led by Peter Hill and Carmel Crévola, yielded valuable
findings that undergirded programs for principals and teachers in
most schools. Impact on learning outcomes has been demonstrated.
Related projects have been implemented in several U.S. cities. A
similar effort is under way for school improvement in the middle
years, based on findings in the Middle Years Research and Devel-
opment Project (MYRAD), led by Peter Hill. Hill and Crévola
have proposed a general design for improving learning outcomes
that includes standards and targets; monitoring and assessment;
classroom teaching programs; professional learning teams; school
and class organization; intervention and special assistance; and
home, school, and community partnerships —all underpinned and
centered on beliefs and understandings (Hill and Crévola, 1999).
Training programs based on the notion of school design show prom-
ise as an integrating mechanism for a major component of princi-
pal development.

Two other initiatives in Victoria are noteworthy: the creation
of the Australian Principals Center (APC) and the Hay/McBer
program that was the forerunner of the Leadership Program for
Serving Heads in Britain, described earlier. The APC was created
as a limited company in 1995 with directors from the Education
Department of Victoria, the Victorian Association of State Sec-
ondary Principals, the Victorian Primary Principals Association,
and the University of Melbourne through its Faculty of Education
(which provides the site of the enterprise at its Hawthorn campus).
The board of the APC has been chaired from the outset by Peter
Hill. The organization has a small core staff and offers a range of
programs, including several under contract to the education depart-
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ment. It has pioneered a program of peer recognition with vari-
ous grades of fellowship. Like the former Institute of Educational
Administration, it is dependent on the state government for much
of its funding. An attempt to develop the APC into a national
organization has not succeeded, with other states preferring to
establish their own centers or institutes. It links well with other
organizations in Victoria interested in teacher and principal devel-
opment. Its future may be resolved in the next year or so in the con-
text of plans by the new state government to establish an institute
of teaching. It is interesting to note that the longest-serving chief
executive officer of the APC, Bruce Davis, is currently the senior
consultant to the Education Department in Hong Kong in the
design of a comprehensive program for principal development
(which we discuss later in this chapter).

The final development in Victoria reported here is the
Hay/McBer program described earlier in connection with the Lead-
ership Program for Serving Heads in Britain. It is likely that success
in Victoria led to its adoption in Britain. The Hay/McBer Leader-
ship Development Program (LDP) in Victoria was in turn based on
programs conducted for major corporate clients including ICI, IBM,
PepsiCo, and Mobil. It was introduced in Victoria as part of a pack-
age of programs to support the Schools of the Future initiative. The
program was piloted and refined in 1994, and more than four hun-
dred experienced principals and eighty senior managers in the edu-
cation department have taken part. The Hay Group provided us
with the findings of an independent review suggesting that it was
an efficient and effective professional development program with a
positive impact on the performance of principals and the climate of
the school. More recently, Hay/McBer has been invited to develop
a program in Victoria for aspiring principals. It is interesting that
a trigger for this work was the decline in number and quality of
teachers seeking the principalship. Hay/McBer was also chosen to
conduct research and prepare a school leadership competency
model for principals and others who hold positions of responsibility
in schools.
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Likely future developments in Victoria concern the Victorian
Institute of Teaching, established in 2001 as a professional body
that will accredit programs for preparation and professional devel-
opment of teachers and have oversight of a standards-based system
of teacher accreditation. The legislation contains provision for var-
ious “colleges” to deal with these matters for particular classes of
teachers. One such class is the “principal class,” and it is expected
that a college of principals will be created. The future of the Aus-
tralian Principals’ Centre in relation to this entity was not clear at
the time of writing.

A Competency-Based Approach. A competency framework
for standards of principals’ work is currently in use in two states,
Queensland and, in a modified form, Western Australia. The com-
petency framework identifies seven key areas of responsibility,
including areas such as curriculum management and people man-
agement. Each of these key areas is subdivided into six or eight
competencies —for example, the development of “an effective per-
formance management process for all staff.” The standard of
performance in each competency is to be judged by indicators such
as these: “Performance management process is in place which is
clearly understood by all staff and is consistent with the regulatory
framework” or “Staff are encouraged to reflect on their performance
and identify strengths and areas for development.” The compe-
tency-based model developed in these states is therefore one that
describes observable behaviors based on a close scrutiny and analy-
sis of the role of principal (Louden and Wildy, 1999).

Louden and Wildy (1999) have three concerns about the com-
petency approach. First, “standards frameworks attempt to divide
complex professional performances into hierarchical lists of dispo-
sitions, knowledge, or duties” with seven key responsibility areas.
Under each are three to eight competencies and then a further sub-
division into indicators, with a total of 134 items on the lowest
level of the hierarchy. Despite caveats suggesting that these items
are not to be viewed in isolation, “the consequence of long hierar-
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chical lists is to fragment professional performance. Careful warn-
ings not to see the lists as fragmentary do not overcome the prob-
lem of fragmentation. Within a single incident, principals may
demonstrate a whole range of competencies, which appear as sepa-
rate items on separate lists” (p. 102).

Louden and Wildy’s second objection is that such standards and
competencies “separate the performance from the context within
which it occurs.” The context in which a specific competency is
required will affect the skills and knowledge brought to bear on the
situation. “For example, quite different knowledge and skills would
be required to demonstrate the competency [standard] ‘provides and
receives regular and constructive feedback’ in the context of well-
established collegial relationship than the knowledge and skills
required in giving feedback in the context of an alleged moral
impropriety by a teacher. . . . A performance that appears to be an
obvious and separate competency when stated in a general form
may require a range of different knowledge and skills in different
contexts” (1999, p. 103).

The third concern about the competency model, with its lists
of duties or dispositions, is the degree of precision required to prove
the operation of such competencies. It is difficult to determine
absolute degrees of competence — one has the skill or not—within
a professional role that requires a more detailed and nuanced under-
standing of particular abilities or dispositions and of the complex
environment in which they are performed. The impact of the list of
competencies, therefore, is to dichotomize the skill rather than esti-
mating where a person’s skill level sits on a continuum of develop-
ment or progression.

In Victoria, the introduction of Schools of the Future was
supported by the range of leadership programs described earlier. A
performance management system based on the specification of
competencies was also introduced. It has two components: accred-
itation, which certifies the demonstration of key skills and compe-
tencies and evidence of their application to the job; and assessment,
which certifies the achievement of agreed outcomes. Geoff Spring,
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former director of schools and secretary for education, reported on
the role of mentors or coaches and the intended outcome: “The
widely accepted model of mentoring and coaching is being imple-
mented with a pool of experienced principals receiving training to
act as coaches and mentors for their colleagues. The performance
management system is the centerpiece for ensuring quality man-
agement practices and links improving student learning to perfor-
mance management” (1996, p. 28).

Though not a program designed for aspiring principals, Perfor-
mance Standards for School Principals is an attempt in Western
Australia to explore an alternative to the competency-based mod-
els by using a probabilistic standards framework to support the judg-
ments made by principals. The project is a collaborative research
and development project undertaken by Edith Cowen University
and the Department of Education of Western Australia.

Rather than describing in detail the work of a principal, the
purpose of the project was to specify and illustrate the range of per-
formance within the principal’s work. After initial research into
selecting trial dimensions of principals’ work (for example, man-
aging staff) and establishing a continuum of performance, the sec-
ond phase provided an account of the content of principals’ work,
the duties to be undertaken, and the skills and dispositions required
to perform the duties at a high level of performance. The third
phase was designed to develop progress maps of performance on
each of the dimensions in the standards framework (Louden and
Wildy, 1999).

The project attempted to deal with several weaknesses identi-
fied in competency-based standards, such as the hierarchical lists,
the decontextualizing of performance, and the false dichotomies
between those who reach a prescribed standard and those who
fail. In contrast, “the probabilistic standards framework used in
this research project locates performance on a set of continua, not
on either side of a dichotomys; it offers an estimate of performance,
rather than a final determination; it uses assessment items as
expendable exemplars rather than as essential elements of princi-
pals’ work; and it describes what can normally be expected of people
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at a given level of performance rather than whether an individual
has attained mastery of a skill” (Louden and Wildy, 1999, p. 118).

The research project demonstrated that it is possible to con-
struct a probabilistic standards framework describing principals’ per-
formance. Dimensions representing duties, interpersonal skills, and
moral dispositions have been developed inductively, based on prin-
cipals’ ratings of a series of case studies of principals’ work. Louden
and Wildy (1999) are optimistic that the project has the potential
to offer an alternative and more rewarding response to the profes-
sional development of principals and suggest that rather than list-
ing duties and responsibilities as competencies, “they abstract from
commonly shared experiences and familiar dilemmas those inter-
personal skills and moral dispositions which appear to differentiate
the quality of principals’ performance. For these reasons, the rich
reality of the case studies appears to engage principals at a deeper
level than lists of duties and dispositions” (p. 118).

Research such as that associated with Performance Standards
for School Principals may well provide insight into alternative
training programs for aspiring principals.

A Fragmented Effort. Much on the Australian scene is com-
mendable, dating from the exemplar of the Institute of Educational
Administration that functioned for a decade and a half until the
early 1990s. Currently, however, the effort is fragmented. Neither
across the nation as a whole nor within a single system is there a
coherent and comprehensive approach to the preparation and pro-
fessional development of principals. In Victoria, where reform has
been relatively coherent, even if controversial in some respects, the
many commendable initiatives do not come together in the way
envisaged, for example, with the National College for School Lead-
ership in Britain. This may have been intended with the Australian
Principals Centre, essentially a Victoria-based organization, but it
has not been achieved. Leadership development for learning and
teaching in literacy, numeracy, and the middle years is designed and
delivered in other agencies, as is the Hay/McBer program. Units of
the education department, variously named in recent years, have
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served as the coordinating mechanism to the extent that state fund-
ing and the needs of leaders in government or public schools are
involved. However, cooperation with professional associations and
organizations serving nonpublic schools is high.

A major national effort in Australia along the lines of that
under way in Britain is constrained by constitutional arrangements
that make education a state responsibility. Professional associations
of principals are organized along the same lines. These same con-
straints are likely in other nations, including the United States, that
are a union or federation of states. However, the national bodies
representing principals at different levels and in different sectors
have reached a general agreement, and representations have been
made to the national government to support a national institute.

United States

In the United States, many successful programs, such as the Har-
vard Principals’ Center, have built a national and international
reputation. Regional “principals’ institutes” have been common
in recent decades. What follows is an account of programs with
national scope or mentioned in recent international literature.

Several groups in the United States have responded to the
concern for effective leadership in schools by introducing alter-
native training programs. One such program is the Interstate
School Leaders Licensure Consortium (ISLLC), which has brought
together many of the major parties with a stake in educational lead-
ership— the states, relevant professional associations, and univer-
sities. Under the auspices of the Council of Chief State School
Officers and in cooperation with the National Policy Board for Edu-
cational Administration, the ISLLC has set out to develop ways of
redefining school leadership in light of the changes in school edu-
cation and the sociopolitical forces that affect the role of the school
principal.

These emerging ideas about leadership are predicated on a new
set of values and principles about teaching and learning and on the



Mission PossiBLe? 227

obsolescence of the bureaucratic model of school administration.
Murphy and Shipman (2000) identify this shift, in which hierar-
chical structures are being replaced by more “decentralized and pro-
fessionally controlled systems” that in turn alter role relationships
and responsibilities: “Traditional patterns of relationships are
altered, authority flows are less hierarchical, role definitions are
both more general and more flexible, leadership is connected to
competence for needed tasks rather than to formal position, and
independence and isolation are replaced by cooperative work. Fur-
thermore, . . . the operant goal is no longer maintenance of the
organizational infrastructure but rather the development of human
resources.”

In redefining the role of the principal, the ISLLC has sought
to prepare and develop a set of competency-based content stan-
dards to use in training. These were shaped by a guiding set of
beliefs and principles and have over two hundred indicators that
help define them, clustered under three headers for each standard:
knowledge, dispositions, and performances. The content standards
that emerged from the development process say the following:

A school administrator is an educational leader who promotes the

success of all students by

e Facilitating the development, articulation, implementation, and
stewardship of a vision of learning that is shared and supported

by the school community

e Advocating, nurturing, and sustaining a school culture and
instructional program conducive to student learning and staff

professional growth

e Ensuring management of the organization, operations, and

resources for a safe, efficient, and effective learning environment

e Collaborating with families and community members, respond-
ing to diverse community interests and needs, and mobilizing

community resources
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e Acting with integrity, fairness, and in an ethical manner

¢ Understanding, responding to, and influencing the larger politi-

cal, social, economic, legal, and cultural context

The ISLLC standards and indicators seek to strengthen school
leadership in a number of ways: improving the quality of training
programs, ensuring greater program accountability, creating a
framework for better assessment of candidates for licensure and reli-
censure, and establishing a framework and foundation for certifi-
cation programs. Although no data have been systematically
collected to date, a number of groups have employed the standards
for preparation and accreditation programs across America.

In other districts, the challenge of nurturing high-quality prin-
cipals has been addressed through specially designed leadership
training programs. The International Labour Organization (2000)
recently reported on two such programs:

To counter the growing shortage of quality candidates prepared to
move from teaching to principal positions, the city of Philadelphia
launched the Leadership in Education Apprentice Design (LEAD)
program. Emphasis is placed on instruction in six-week internships
under exemplary principals, an applied research requirement and a
performance-based assessment of the candidates’ leadership skills.
Assistant principals are invited to join the assessment center, and
new principals may take part in monthly seminars. Complementing
this program, a coalition of more than 30 private enterprises has
joined together to set up an Academy for Leadership and Learning
to improve local leadership training.

In New York State, a more modest program of half-day seminars
organized by the School Administrator’s Association, “Look Before
You Leap,” is aimed at promising teacher candidates for principal
positions, and proposals have been made to provide financial incen-

tives to school districts who hire interns in administrative jobs.

Two comments are relevant. First, the standards approach of
the ISLLC, with more than two hundred indicators, may be chal-
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lenged along the lines of Louden and Wildy’s 1999 critique of devel-
opments in Australia, as discussed earlier. Second, the Philadelphia
program has particular features that are emerging in other places:
internships with exemplary principals and problem- or perfor-
mance-based projects and assessments.

The National Center on Education and Economy (NCEE)
in Washington, D.C., has a particular interest in establishing a
national program for the development of school leaders. This chap-
ter is in fact based on a report submitted to the NCEE in mid-2000
when that organization was seeking exemplars in other nations to
guide the effort.

Hong Kong

Hong Kong, while having a dynamic East-West culture, is now a
special administrative region of the People’s Republic of China. It
has about twelve hundred schools in its public education system,
which is large by U.S. district standards, and has a mix of mostly
urban and some small rural schools. While most of these schools are
almost fully funded publicly, only about 8 percent are publicly
owned, administered by the Education Department. Almost all the
remaining 92 percent of schools are in the so-called aided sector, set
up and managed by a trust, foundation, or church.

Hong Kong’s relevance arises from a similarity between a sub-
stantial package of reforms there and those in the other nations we
studied. An education commission representing major stakeholders
has been in place in Hong Kong for a number of years and has
issued seven major reports. The most recent (Education Commis-
sion, 2000) brings together a number of proposals to reform the cur-
riculum, improve assessment mechanisms, remove obstacles to
learning (especially in the middle years), and reform the university
admission system, with a resource strategy that takes account of
the costs of reform. A high level of school-based management is
intended for all schools. The driving force for change is similar to
that in other nations: recognition of the importance of lifelong
learning and the need for an education system that responds to the



230 TuEe Principar CHALLENGE

needs of all students in every setting. The compendium of reform
proposals is currently the focus of community consultation.

Hong Kong education leaders recognized in 1999 that the com-
ing changes “will require principals to take on new leadership roles
in quality development and quality assurance. They also highlight
the need for a more focused and systematic leadership training and
development program to enhance the quality of school leadership”
(Education Department, 1999). A consultation paper of the Task
Group on Training and Development of School Leaders proposed
that all newly appointed principals participate in such a program
from 2000 to 2001. Five core modules were proposed (learning
and teaching, human resource development, financial manage-
ment, strategic management, and school administration). The
seven elective modules were school visits outside Hong Kong, inter-
national perspectives on educational development, professional
responsibility and the law, future economic development and its
impact on education, education in the age of information and tech-
nology, equality issues in education, and education development
in the mainland. It was proposed that participants be attached
to schools with good practices and that there be an eight-month
school project experience, facilitated by a principal, academic, or
senior manager from the public or private sector. It was proposed
that participants be assessed in modules by the training provider,
with the facilitator assessing the experiential project. The proposal
is noteworthy for its connection to systemic reform at the same time
that it provides exposure to developments elsewhere in society,
nationally and internationally, and for its connection to a mentor
or facilitator.

More detailed planning began in late 1999, with an interesting
appointment as senior consultant: Bruce Davis, who had previously
served three years as chief executive officer of the Australian Prin-
cipals Center in Melbourne. Before that, he was secretary for edu-
cation in Tasmania, Australia, for many years, winning the respect
and confidence of school principals. He has been a career public
servant but was initially trained as an architect. Davis consulted
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widely in developing a detailed specification of knowledge and skills
for successful school leadership in a time of reform. He acknowl-
edged that different sets of knowledge bases and skills come to the
fore at different stages of career development and that there are dif-
ferences among requirements for potential, new, and experienced
principals. The complex role of school principal was organized in
three domains: the principal as leader of the school, the principal as
leader of teaching and learning, and the principal as leader of the
wider educational community.

The merit of the approach lies in its coherence, its links to a
comprehensive school reform movement, its recognition of a con-
text beyond the immediate school system that extends interna-
tionally and to other sectors of public and private endeavor, and the
connection between training or development and one’s career.

Some qualifications on this assessment of progress in Hong
Kong are relevant at this point. One is the potential for reduction-
ism and fragmentation in an approach based on a detailed spe-
cification of role. This criticism applies as well to some programs
elsewhere (see Louden and Wildy, 1999, on developments in Aus-
tralia). Another is the capacity of “the system” to achieve imple-
mentation. Hong Kong is exemplary in the way that it puts almost
all proposals out for community consultation, but stakeholders are
many and powerful. The Education Department is relatively small,
as noted at the outset; this contrasts with the situation in Britain,
where a relatively powerful central government is clearly bent on
implementing the programs and intentions of the National College
for School Leadership.

[t is intended that universities will be the main providers of
modules, with three — the Chinese University of Hong Kong, the
Hong Kong Institute of Education, and the University of Hong
Kong—as primary sources. Although substantial public funding
will support the endeavor, it is likely that participants will con-
tribute substantially, for the program is viewed as individual career
advancement. It is noteworthy that many Hong Kong principals are
already engaged in professional development in mainland China
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through a highly regarded program offered at East China Normal
University in Shanghai. The director of education in Hong Kong
assisted in the launch of that program.

At the time of writing, the final form of the program in Hong
Kong had not yet been established.

Sweden

Programs for preparation and professional development of princi-
pals in Sweden were viewed as exemplary a decade or so ago. We
gained new insights through meetings with study groups of second-
ary school principals from Sweden whose visits to Melbourne were
organized on a regular basis by their professional association. Local
arrangements in Australia were made by the Victorian Association
of State Secondary Principals, working with particular schools,
school systems, and the University of Melbourne. These tours are
part of a systematic approach that has emerged in Britain in the
program of the National College for School Leadership.

Principals in Sweden are appointed by local government and
undertake a two-year induction program. It is significant that Swe-
den does not pretrain principals per se. The local board of educa-
tion appoints its leaders after a suitable recruitment program. They
want to be able to make a choice based more on the “integrity” of
the person than on the simple possession of a training certificate.

Recruitment programs operate at the local level, and local gov-
ernment boards of education are encouraged to identify people with
the qualities required for leaders of their schools. One approach for
the would-be leader is to undertake a ten-meeting study circuit
offered to all educators as a way to enhance their educational back-
ground. This adds luster to anyone’s professional profile, but it is not
set up specifically for potential principals, nor is it focused entirely
on leadership.

When principals are appointed in Sweden, the first step in their
formal induction program brings them together with four others
under the guidance of a tutor who is a very experienced school
leader. The tutor is freed from normal responsibilities for a month
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to assist the new principals on the job. Ten percent of a new prin-
cipal’s working time is devoted to exercises set by the induction pro-
gram organizers. The entire induction is closely mentored yet is
sufficiently flexible to provide for individual differences. It aims at
developing individual strengths.

After the two-year induction program, the still-new principal
undertakes a three-year “deepening” program. In addition to study-
ing school-focused leadership, the school leader must study leader-
ship in two other organizations: a business or factory and another
public service organization such as a welfare agency. This deepen-
ing is coordinated through the School Leader Education Project
(SLEP), which has overall responsibility for school leader training
in Sweden.

Two features of this approach are noteworthy. The first is the
matching with an experienced school leader, and the second is the
extended time in the “deepening” program. The latter conveys a
sense of “formation,” a concept explored later in this chapter.

Owerview of Practice in Other Nations

In a recent report titled Lifelong Learning in the Twenty-First Cen-
tury: The Changing Roles of Educational Personnel, the International
Labour Organization (2000) includes accounts of programs in other
nations with a similar dearth of qualified school leaders. The fol-
lowing extended excerpt is a helpful summary:

Most European countries now offer some form of training for
new school heads. Up to the mid-1990s, such training was neither
widespread nor compulsory. Increasingly, however, training of school
heads is required, and combines theoretical and practical training
of up to several weeks or months, as in France, which has a sys-
tem alternating course work and placements in companies, minis-
try offices and schools. The Czech Republic program to upgrade
competencies since 1996 has, among other features, a compulsory
training period on average of two years for prospective heads. Based

on successful completion of a qualifying exam, applicants undergo
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management, pedagogical and psychological training at a mixture of
educational sites.

The general lack of systematic initial training and recruitment
criteria for principals, which has prevailed in many low-income
African countries, appears to be shifting towards a conscious effort
to organize such training, and even to render it mandatory for newly
appointed principals. Efforts such as Lesotho’s in-service program for
primary-school managers and administrators, the Nigerian National
Institute of Educational Administration and Planning’s in-service
training of principals and inspectors, and Swaziland’s national train-
ing program for school principals (expected for all newly appointed
principals) emphasize mastery of many of the intricacies of mod-
ern principals’ work: educational planning; financial and person-
nel management; organizational development; and instructional
leadership.

In Asia, Malaysia has pioneered leadership and management
skills development through the “Excellent Schools” and “Excellent
Heads” programs designed to stimulate creativity and excellence in
school leaders. Initial and continual training of planners, adminis-
trators, supervisors and principals in other countries is furnished
through more traditional, national-level institutions such as the
Academy of Educational Planning and Management of Pakistan,
Jordan’s Learning Difficulties Center of Princess Sarvat College, and
the United Arab Emirates’ school administration development pro-
gram in cooperation with UAE University.

Latin American and Caribbean countries are not exceptions to
trends elsewhere. Decentralized school management in Belize has
prompted educational leadership and administration programs for
prospective principals, backed up by support from supervisors and
regular workshops. A combination of national-level training courses
of several months’ duration and longer courses overseas may also be

employed, as in Trinidad and Tobago.

This account illustrates that the issue of principal training and
development is of international importance. One approach worth
closer attention is that in the Czech Republic, not only because it
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is an extended two-year program for all prospective principals
but also for its use of a qualifying examination and a range of
approaches at different sites. It is noteworthy that the Czech Repub-
lic is in the top ten of more than forty nations in rankings of student
achievement in the Third International Mathematics and Science

Study.

International Initiatives

International links and partnerships of one kind or another are
starting to emerge on a large scale and ought to feature in the design
of new programs. The trend reflects the globalization of education
but also indicates that reform proposals have much in common
across the world and that leaders can learn from leaders in other
settings.

Several universities and professional associations have organ-
ized partnerships in recent years, including the three-nation Inter-
national Principals Institute (Australia, Britain, and the United
States) that the University of Southern California conducted for
five years in the 1990s; travel programs organized for secondary
principals in Sweden; and similar ventures organized in England at
the University of Hull (by Brent Davies, who was instrumental in
establishing the program at the University of Southern California)
and by the National College for School Leadership.

Universities are starting to form international strategic alliances
for delivery of their programs; one is emerging for the training and
professional development of school leaders. This will involve Brit-
ain’s University of Hull, University of Nottingham, and University
of London through its Institute of Education, and Canada’s Uni-
versity of Toronto through the Ontario Institute for Studies in Edu-
cation, Claremont Graduate University in California, and the
University of Melbourne in Australia. London, Melbourne, and
Nottingham are members of the Universitas 21 global alliance,
which currently has nineteen partners on four continents. It is
intended that this will be tightly connected to the program of the
National College for School Leadership at Nottingham.
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The Principalship in Nonpublic Schools

This project is focused on the principalship in public schools, but
this section is concerned with nonpublic schools, a setting that is
generally perceived as more stable and in which the principalship
is still a sought-after position with high status. We have used Aus-
tralia as a case study. More than 30 percent of students attend non-
public schools, or “nongovernment schools,” as they are termed
here. Most of these are systems of Catholic education. There are
also small systems of non-Catholic schools and a number of inde-
pendent nonsystematic schools, most owned by a body connected
to a church. Many of these independent schools have a long history
and high social prestige. Nongovernment schools in Australia
receive some funding from the public purse at a level determined by
placement on an index that reflects socioeconomic circumstances
and the capacity to raise funds. Systematic Catholic schools receive
most of their revenue from government. Some well-established
independent schools receive relatively small amounts from the gov-
ernment and therefore have high fees.

[t is readily apparent that the role of principal in the nonpublic
sector is as complex as in the public sector. It is more so in the num-
ber of stakeholders who must be dealt with and its scale of financial
and building operations. It is less complex where the school com-
munity is more homogeneous and the socioeconomic level of the
school population is higher. It is also apparent that few coherent
and comprehensive training programs are available for preparation
or ongoing professional development. University programs are seen
as helpful, and in-house programs provided from time to time by
employing authorities are regarded as worthwhile, as are specialist
programs on particular topics by professional bodies.

The Formation of Leaders

The concept of “formation” is helpful in describing how capaci-
ties for the principalship are acquired and sustained, with a role for
university-based diploma and degree programs as well as specialist
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professional development opportunities. But the emphasis is on
systematic “formation,” with opportunity for mentoring along the
way. The view that there are stages in development that align
with career progression supports the approach adopted so far in the
Hong Kong design and the Swedish induction program. It is given
most eloquent expression in recent literature by Gronn (1999),
based on studies of principals in the nonpublic sector, and Rib-
bins (2000).

Gronn'’s purpose was “to provide a helpful new framework for
understanding leadership as a longitudinal and developmental
career” (1999, p. vii). His “career model” of leadership identifies
four stages of a leader’s career—formation, accession, incumbency,
and divestiture—and these are set in three macrocontexts: histor-
ical, cultural, and societal. These macrocontexts account for the
differences in practices across nations, the reasons that approaches
effective in one era may not be effective in another, and the ways
that biographies of leaders who succeed in different eras and in dif-
ferent settings may suggest different conclusions about the devel-
opment of leaders.

Formation can be understood at two levels, according to Gronn.
For society and key sectors of it, formation is “the totality of the
institutionalized arrangements which, either by intention or effect,
serve to replenish or reproduce cohorts of leaders.” For individuals,
formation “means those preparatory socialization processes and
experiences which served to later position them in their previous
incarnation as leadership aspirants in a state of social and psycho-
logical readiness to assume responsibility and authority” (1999,
p. 32). Accession is “the stage of grooming or anticipation in which
candidates for leadership roles rehearse or test their potential capac-
ity to lead by comparison with existing leaders and the field of
potential rivals for advancement” (pp. 35-36). Incumbency or
leadership proper, as Gronn describes it, is the stage where “leaders
have developed and honed their public personas, they have learned
to project their authoritativeness, and they now seek to give further
expression to their quest for mastery and self-realization by gaining
experience through circulating amongst various elite postings and
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leadership roles” (p. 39). Divestiture is simply the process of “letting
go,” which may “come about voluntarily or involuntarily” (p. 39).

[t is readily apparent, in this view of leaders’ development, that
formal programs of training may be entirely inadequate, especially
those that do not take account of context and do not provide for or
recognize in an aspirant the rich range of experiences and particu-
lar constellation of personal qualities that come from an extended
process of formation.

Ribbins (2000) has taken the same approach, reflecting his
collaboration with Gronn in recent years. While acknowledging
the potential of the National Professional Qualification for Head-
teachers in Britain, he reports a number of concerns about its
efficacy, described earlier in this chapter. He sees that other nations
may seek to learn from the British experience thus far: “England
and Wales are widely regarded as having taken an important lead in
the evolution of a distinct, and possibly transferable, strategic
approach to the initial preparation and professional development
of headteachers” (p. 81). He includes Hong Kong and, surprisingly,
Cyprus among these nations. He notes intentions described earlier
in this chapter to make training compulsory for school principals in
Hong Kong. The program design in Hong Kong makes the con-
nection between program orientation and stage of career.

Ribbins (2000, p. 87) advocates the “career model” proposed by
Gronn and argues for an approach to development that

e [s centrally concerned with improving the quality of schooling
and the achievement of pupils

e [s systematic, comprehensive, and of high quality

e Makes available continuing professional development oppor-
tunities for every career phase

e Has concern for practical skills but also for a more philosophi-
cal approach

¢ Involves a range of providers, with the universities engaged
fully at a variety of levels
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e Provides core training but supports development opportuni-
ties that mean more

¢ Js based on the best available evidence and fosters the
research that generates it

Designing an Exemplary Training
and Development Program

We found a range of approaches that might be classified as “best
practices” or “exemplars,” but no nation appears to have put them
together into a single coherent and comprehensive program.
Among nations with comparable proposals for reform, only Britain
is on the verge of creating a national system that meets the needs of
about twenty-five headteachers of public schools and probably four
times that number of aspiring headteachers and many more again
in middle management whose needs may be served by the National
College for School Leadership. This will be a remarkable achieve-
ment. Among particular programs, leaving aside adaptations of
training, only the Hay/McBer program that was developed in Vic-
toria based on successful business approaches has been adapted for
full scale-up in another nation, namely, Britain.

Each nation will clearly have to wrestle with its own constrain-
ing forces. In Australia and the United States, these constraints are
constitutional to the extent that education is a state responsibility.
What follows is a brief account of what might be included in the
design of an exemplary training and development program, with
the caveat that specific design in a particular setting is beyond the
scope of this chapter.

1. It is apparent that no single organization can design and
deliver a program of the kind needed from a single site or with its
own staff. While the National College for School Leadership in
Britain may have overall responsibility and will deliver much of the
program, it is clear that a network of providers will still be required.

2. It is unlikely that a small collection of programs will meet
the needs of a state or nation in preparing people for the principal-
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ship or sustaining current principals. The concept of “formation”
emerged from Cahill’s reflection on programs for leaders in non-
public schools, and this has been advocated by Gronn (1999) and
Ribbins (2000) as an alternative way of viewing the issue. This is
connected, in turn, to the concept of lifelong learning. Induction
and “deepening” programs in Sweden have promise in this regard,
as do the design elements in Hong Kong that match program focus
to stage of career (potential, new, experienced).

3. While the logic is sound, many reservations surround
competency-based approaches that have dozens or even hundreds
of indicators of desirable behavior that ought then to be the focus
of training and development. A simpler structure may account
for the success of the Hay/McBer program, which is based on the
links between four key concepts (school climate, leadership
style, job requirements, and personal characteristics) and school
performance.

4. Almost all innovative programs reviewed in this chapter are
connecting participants to practice in a variety of ways, including
the use of mentors and coaches who are experienced school princi-
pals, attachment to exemplary schools for a period of time, and
school-based projects for assessment of progress or achievement.

5. Although specific programs of preparation will be based on
functional areas of leadership and management—for example,
budgeting and staffing—it is clear that these cannot form the entire
program and that to require all candidates to go through such
courses would be dysfunctional. Participation in such programs
should be determined by a needs assessment. Much learning can
occur on the job or through the field-based placement and mentor-
ing programs described in this chapter.

6. A promising approach is to base programs on domains where
particular issues arise from time to time. Caldwell (2000) proposed
nine “domains of innovation”: curriculum, pedagogy, school design,
professionalism, funding, leadership, management, governance, and
boundary spanning. He drew on Drucker’s concept of abandonment
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(1999) to suggest that issue- or problem-based learning and devel-
opment ought to take participants into “domains of abandonment.”

7. Issues and problems will vary from setting to setting and
from time to time. There is a good match between this approach to
training and development and practices such as field placement and
mentoring and coaching. The approach also lends itself to regularly
constructing and reconstructing networks or cohorts of learners
who have a common interest in the issue or problem. On-line
learning will play an important role.

8. A “virtual college,” such as that proposed within the
National College for School Leadership in Britain, is essential if
scale-up is to meet the needs of all. Recent stunning advances in
technology have been taken up in other fields such as medicine,
and it is critically important that such technology be applied to the
training and development of educators, including aspiring and cur-
rently serving principals.

9. Most of the worthwhile practices identified in this chapter
involve international links or partnerships. These include the
design of the National College for School Leadership, the study
programs of principals from Sweden, the global leadership-learning
alliance of universities that will be linked to the National College
for School Leadership, on-line learning, and the concept of the
“virtual college.”

Despite the promise of practices like those summarized here,
there remains an underlying concern that the role of the principal
as it is emerging worldwide is essentially unfeasible and that this,
more than limitations in training and development, is the funda-
mental reason for the shortage in number and quality of applicants.
This seems to be the case in nonpublic schools as well as public
schools, even those in highly favorable circumstances. Some may
argue that our whole approach to schooling, still based on mod-
els developed in the last century or even the century before, is no
longer relevant and that problems such as those addressed in this
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project will remain until a fundamental reengineering of schooling
occurs. This reengineering may come to have overarching priority,
but in the meantime, training and development along the lines
proposed here may make a significant contribution to the quality of
schooling and the satisfaction of those who lead the effort.
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Chapter Eight

The Work of Principals

and Their Preparation

Addressing Critical Needs
for the Twenty-First Century

Carolyn Kelley, Kent D. Peterson

There are more vacancies for principals and a
greater dearth of qualified candidates than I've seen
in the last 40 years.
—Seymour Fleigel, Center for Educational
Innovation (1999)

Fleigel’s comment reflects a broad concern about the quality and
quantity of candidates for principalships now being echoed
across the United States. The concern is critical because of the
central role that the principal plays in orchestrating school
reform and improvement. Ultimately, realization of the promise
of education reform rests on our ability to enhance the profes-
sional development of principals through significantly improved
preparation programs and carefully linked ongoing professional
development.

American schools remain central to the fabric of society and
productivity. Every citizen has the right to develop skills and knowl-
edge that will enhance his or her quality of life— this is a core tenet
of the social purpose of education. For almost two decades, since the
publication of the Nation at Risk report (National Commission on

247
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Excellence in Education, 1983), policymakers, communities, and
educators have been concerned with creating and maintaining the
highest-quality schools to serve both individual and social goals.

However, the quality and improvement of American public
schools is threatened by a crisis in school leadership. For some time,
critics of principal preparation programs have expressed concern
about the inadequacies of systems of recruitment, screening, selec-
tion, and training of principal candidates. In the next three to five
years, a large proportion of today’s principals are expected to retire,
and the number of quality candidates for those positions appears to
be dwindling.

To address this coming shortfall of candidates, the nation needs
to examine carefully the systems that support the development of
future school leaders. In this chapter, we examine the principalship;
the knowledge, skills, and abilities needed by principals; and some
recent efforts to enhance the preparation of principals. While many
preparation programs do not possess the curricular coherence, ped-
agogy, and structure to provide the skills, knowledge, and attitudes
necessary to lead America’s eighty thousand public schools, we
examine model programs that have attempted that task, and we
examine features of these programs that do provide the building
blocks required to enhance the professional preparation and devel-
opment of future principals.

Current Principal Characteristics

The nation’s schools currently have about 105,000 principals, about
80,000 of them working in public schools. A significant proportion
is over fifty years of age. In 1993—-94, 15 percent of public school
principals were fifty-five or older, and another 75 percent of them
were between forty and fifty-five. The proportion of public school
principals under age forty declined between 198788 and 199394
from 19 to 10 percent of the total public school principal popula-
tion (National Center for Education Statistics, 1997). Given the
nature of state retirement systems and current norms, it is highly
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probable that a significant proportion of the current population of
school principals will retire in the next several years.

The rising age of principals may be partly related to the hiring
of greater numbers of women into the principalship. Female princi-
pals tend to enter the principalship later in their careers (Andrews
and Basom, 1990; Miklos, 1988). They tend to have more teaching
experience prior to becoming administrators, are as likely to have a
master’s degree in elementary education as in educational adminis-
tration, and are more likely to have experience as curriculum spe-
cialists or coordinators prior to entering the principalship. While
virtually all principals have a background in teaching, about a third
of female principals also have prior experience as a curriculum spe-
cialist or coordinator; a slightly higher percentage of male princi-
pals continues to have a background in athletic coaching. Perhaps
as a result, female principals tend to spend more of their time in the
classroom and on instruction-related activities. Male principals
continue to outnumber female principals, but the proportion of
women in the role has been rising, due to changes in hiring patterns
favoring female candidates. The proportion of female principals
increased from 25 percent of the total in 1987—88 to 34 percent in
1993-94 (National Center for Education Statistics, 1997).

Most minority principals continue to be concentrated in cen-
tral cities (35 percent of public school central-city principals were
minority members) and large districts (29 percent of public school
principals in districts with more than ten thousand students were
minority members). Overall, the ratio of minority principals is ris-
ing slowly, up from 13 percent in 1987—88 to 16 percent in 1993
94 (National Center for Education Statistics, 1997).

A recent survey of superintendents supported self-reported evi-
dence that there is a shortage of qualified candidates for the prin-
cipalship. About half of districts responding indicated that an
inadequate number of qualified candidates were applying for posi-
tions open in their districts (Educational Research Service, 1998).
Shortages may be even greater in specific regions and districts.
The Schools and Staffing Survey data indicate that 39 percent of
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principals participated in a program for aspiring principals. New
principals were more likely than experienced principals to take part
(National Center for Education Statistics, 1997); most of these pro-
grams appear to be located in urban rather than suburban or rural
school districts (Educational Research Service, 1998). Anecdotal
evidence suggests that the demand for principals is even greater in
specific regions and districts. For example, in Texas, some 34 per-
cent of all elementary principals reported they planned to retire in
the next three years and almost two-thirds within eight years (Sandi
Borden, Texas Elementary Principals and Supervisors Association,
personal communication, Jan. 2000). In one Maryland district, the
numbers are even more daunting, with upwards of 70 percent con-
sidering retirement in three years (Albert Bertani, chief officer for
professional development, Prince George’s County Public Schools,
personal communication, Jan. 2000).

Compensation and the nature of the principal role appear to be
the major factors that discourage candidates from seeking principal
positions (Educational Research Service, 1998). The average salary
for public school principals is often similar to that of teachers at the
high end of the salary scale. Since most teachers operate on a nine-
month contract and most principals on a twelve-month contract,
the daily salary rate is often lower for principals than for teachers.
If teachers accept additional compensated roles in the district, they
may make the same amount or even more than the principal. In
1993-94, the average public school principal was paid about
$55,000; private school principals earned about $32,000 (National
Center for Education Statistics, 1997). The average teacher salary
was about $35,000 in that year (American Federation of Teachers,
2000). More recent data show similar differences (see American
Federation of Teachers, 2000, tabs. II-6 and V-2).

The averages mask the variation across districts. An analysis of
teacher and principal salaries in Wisconsin in 1999 showed that in
many districts, the salary differential was negligible. In contrast,
some districts such as Chicago have made a concerted effort to raise
principal salaries relative to teacher salaries in order to attract stron-
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ger candidates. Without a significant salary differential, teachers
may decide not to become principals because they will not be suffi-
ciently compensated for the longer workdays, greater pressure and
stress, and reduced job security.

Studies of the shortage of principals reiterate the effect of these
factors on discouraging potential applicants from seeking a princi-
palship. In the 1998 Educational Research Service study, superin-
tendents with a shortage of qualified candidates identified the
following as important factors discouraging principal applicants:

e Compensation is insufficient compared to responsibilities

(60 percent)
® Job is too stressful (32 percent)
® Too much time is required (27 percent)
e [t is difficult to satisfy parents/community (14 percent)

e Societal problems make it difficult to focus on instruction
(13 percent)

e Fewer experienced teachers are interested (12 percent)
e Testing /accountability pressures are high (7 percent)

® Job is viewed as less satisfying than previously (6 percent)

Importance of the Role

Schools need more than leadership. They need a carefully con-
ceived curriculum, quality instructional strategies, assessment
strategies that guide planning, and school improvement efforts that
continuously improve processes. But research and practical knowl-
edge also point to the key importance of strong principal leadership
that can effectively manage complex systems and lead instructional
improvement.

Over the past decade, research on school principals has reiter-
ated their importance in promoting school effectiveness, restruc-
turing, school improvement, and the implementation of reform

(Elmore and Burney, 1997; Ford and Bennett, 1994; Fullan, 1997;
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Hallinger and Heck, 1996; Kelley, 1998; Levine and Lezotte, 1995;
Louis and Marks, 1998; Murphy and Louis, 1994; Newmann and
Associates, 1996). Principals are also central players in the imple-
mentation of comprehensive reform programs such as Accelerated
Schools and the Comer Model (Peterson, 1995; Yale Child Study
Center, 2000). Good principals engage their schools in the core
processes of establishing, maintaining, evaluating, and improving
their structures and cultures. Schools need a principal to keep the
organization going effectively and improving continuously. At
times, reform groups have thought that schools could be managed
and led by committees of empowered teachers; seldom have these
approaches worked. In fact, one seldom finds an instructionally
effective school without an effective principal.

The importance of principals to school success makes it essen-
tial to examine the role more carefully in order to consider ways to
improve the preparation and professional development of these
leaders.

Educational Leadership

The recent interest in school leadership follows many years of rela-
tive inattention. During the 1990s, educational rhetoric and reform
efforts focused primarily on empowering teachers and other stake-
holders, with particular attention to elevating the role of the
teacher and on restructuring schools, especially school governance.
Interestingly, there were calls to replace the principalship with
administrative committees of dedicated teachers. Policymakers and
state reformers paid relatively little attention to school leadership.
Both research on school reform and practical knowledge of
what it takes to run a successful school have pointed to the impor-
tance of administrators to school success. Research on the role of
principals in effective schools, school improvement, restructuring,
instructional improvement, and standards-based reform all support
a need for well-prepared leaders. Recent research on implementing
reforms demonstrates the central role of principals and other lead-
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ers to successful change. Principals are key to initiating, implement-
ing, and sustaining high-quality schools.

Research on the Work of School Principals

Critics call for changes in preparation programs to better match the
realities of the work of school principals. Muse and Thomas (1991)
summarize this view: “Regardless of the year appointed, [principals]
have been trained and certified as administrators through programs
largely irrelevant to and grossly inadequate for the work responsi-
bilities found in the school principalship” (p. 32). Any effort to
redesign and implement more meaningful preparation programs for
school principals must be carried out with a clear picture of the
nature of a principal’s work.

Work Realities

The daily work world of school principals is little understood and
yet extremely complex and demanding. The nature of a principal’s
work suggests the need for schools and districts to consider ways to
substantially reframe or restructure it to enable principals to accom-
plish the tasks expected of them. One approach might restructure
the work to enable principals to engage more fully in instructional
improvement. In most districts, this role redesign has not been
accomplished. The discussion here focuses on worklife realities,
many of which are inadequately addressed in most preparation pro-
grams. What are these realities?

The daily work of managers in any organization is shaped by
the nature of the core technology, the structure of the organization,
and the demands from customers, clients, and colleagues, as well as
social mores and the culture of the organization (Deal and Peterson,
1994). Thus what schools are and what people expect and desire of
them shape the daily work realities of principals.

For principals, like other managers, brevity, variety, and frag-
mentation characterize their daily work (Mintzberg, 1973; Peterson,

1982, 1989). About half of the day is spent dealing with problems,
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demands, or activities that have not been scheduled and are often
unique. More than 80 percent of the day is spent in verbal interac-
tion, much of it face to face. Problems, demands, and new requests
for decisions or direction flow to the principal continuously, with
many of the problems unique and unexpected, occurring in seem-
ingly random patterns. Routine notions of time management devel-
oped by corporate trainers often do not apply as irate parents,
injured children, intransigent students, safety issues, and mundane
breakdowns are pressed into the principal’s office for attention.
What is this work like?

First, much of a principal’s day is spent on interactions lasting
less than a minute, with little time for longer reflection on issues.
Principals are expected to address problems and questions quickly,
often with little time for careful consideration of alternative solu-
tions (Peterson, 1982).

Second, the tasks vary considerably, depending on many fea-
tures. These include the nature of the persons involved (social vari-
ability), the nature of the problem (problem complexity), the
thinking or emotional processes involved (cognitive and affective
diversity), and the knowledge base needed (expansive nature of
expertise). Presented problems often vary as well, making them
more difficult to analyze and address. Complex social and legal
issues exacerbate many seemingly simple problems.

Third, the day of principals is characterized by extreme frag-
mentation, interruptions caused by needs, demands, and problems
that come to the principal’s office for resolution because no other
organizational role is assigned to address them. In most schools,
principals are the primary managers of issues and concerns that arise
from every source —parents and community members, teachers,
and students. District reports and paperwork can sometimes be del-
egated to skilled staff, but often schools are understaffed and so the
task of completing paperwork also falls on the principal.

Thus the day is filled with a flood of problems, issues, ideas, and
people; the unexpected becomes the norm, and little time remains
to reflect, plan, or strategize on deeper systemic or organizational
opportunities (Peterson, 1982, 1989).
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Principals, in short, are problem solvers, expected and needed
to address and buffer the technical core of the organization (the
classroom) from the immediate and pressing demands of students,
parents, and other short-term sources of perturbation in the system.
But principals are also leaders in the school. If the school is to be
successful in helping students learn and in addressing problems of
teaching and learning, principals must be able to develop a mission
focused on student learning, to conduct analyses of student perfor-
mance, to design and implement new systems and approaches to
improve learning, and to reinforce and enhance the professional
culture in the school (Deal and Peterson, 1994; Hallinger and Mur-
phy, 1987).

Principals, like other managers of individual units of organiza-
tions, are responsible for a wide variety of basic tasks. They must set
goals and develop plans; build budgets and hire personnel; lead the
organization of work (in this case, curriculum and instruction);
select structures and coordinate time use; evaluate staff and assess
student learning at the school level; organize improvement efforts
and develop processes for working with clients, customers, and
community; and understand and reinforce positive organizational
cultures. In sum, they must both maintain the routine functioning
of the schools and provide vision and motivation; they must both
manage and lead (Deal and Peterson, 1994).

New Responsibilities and New Roles

In recent years, new responsibilities have been added to an already
complex and demanding position. Some sources include decentral-
ization of decision making to the school site, increased use of col-
laborative decision making, expanded accountability for principals
and schools, the increasingly diverse nature of communities, and
greater concern for listening to stakeholders.

With decentralization, principals in many districts are taking
on budgetary and decision-making responsibilities that were once
the domain of central offices or superintendents. In Chicago, for
example, principals have local school councils (acting like minia-
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ture school boards) who hire and fire them and oversee the budget
and school improvement plans. In Seattle, principals act as chief
executive officers of their schools, with broad powers over resource
allocation and reallocation, staffing, and instructional technology.
San Diego operates a high-stakes environment in which principals’
tenure depends on their ability to act as effective instructional lead-
ers, developing and improving instructional programs and student
outcomes (Kelley, 2000).

Principals in many schools engage in collaborative planning and
decision making with staff and parents. In Chicago, this is a useful
and important democratizing reform, but it increases the political
and governing responsibilities and tasks of principals.

The roles of principals in states with increased accountabil-
ity reforms have been changed qualitatively by curriculum stan-
dards reforms, more focus on higher-order thinking, high-stakes
testing, and accountability for student learning. They are pressed to
be more responsible for student learning and its improvement but
must also lead planning efforts that involve developing a clear mis-
sion and goals for the school, analyzing student performance data,
identifying areas that need improvement, developing sustainable
programmatic reforms, and facilitating implementation of those
reforms. The new high-stakes tests and the detailed reporting of stu-
dent scores require a more advanced notion of instructional leader-
ship that involves complex analysis of data, application of new
instructional technologies, and other responsibilities.

Principals are also expected to work effectively in increasingly
diverse, fragmented, and pluralistic communities with vocal stakeholders.
They must respond positively and democratically to the vocal
stakeholders, who have a legitimate and intense personal interest
in schools. “Listening to the customer” (Peters and Waterman,
1982) takes on special meaning in schools where everyone —from
states to central offices, from booster clubs to property owners, from
teachers to parents—wants to be involved in decision making and
governance.

No doubt districts and boards need to consider ways to redesign
and support the work of principals. But for those going into the
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position, preparation programs need to address existing realities —
by providing skills, knowledge, and experiences that will prepare
future principals until changes are made in the role. Leaders of
other organizations face many of these conditions as well. But prin-
cipals face a special set of problems not found in organizations with
clearer goals, more routine technologies, and fewer social
expectations.

Special Problems for Principals

As managers of educational organizations for young people, princi-
pals face some special problems. Principals, unlike leaders in other
organizations, work in settings where the following conditions
prevail:

e Local constituencies view schools more as symbols of the
community than as places of learning, where looking and act-
ing like “school” may be more important than achieving
learning outcomes (Meyer and Rowan, 1978).

e Use of traditional, often outdated, techniques (eight-period
days; students working alone on projects; paper-and-pencil
tests) are often valued by clients more than improving student
learning with new, less traditional approaches.

e Staff norms of autonomy are extremely high, and collabora-
tion on schoolwide projects is often uncommon.

e Existing organizational cultures reinforce conceptions of pur-
pose and pedagogy that are reified and outmoded.

¢ Organizational goals are constantly shifting, depending on
educational fashion, fancy, funding, and politics.

e Many important goals, such as citizenship or lifelong learning,
are hard to measure and viewed as achievable in some distant
future.

e Informal, competing goals (such as having winning sports
teams) may absorb time, effort, and problem-solving attention
that could be devoted to improving student learning.
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¢ The core technology needed involves motivating captive par-
ticipants (called students) to work and produce.

These conditions make leadership more challenging in schools
than in many other organizations. They make the work of princi-
pals more complex, variable, and difficult both to do and to learn
how to do.

Skills and Knowledge for Principals

The foregoing description of the roles and responsibilities of the
principal suggests that the job is both complex and demanding.
Next, we identify key knowledge, skills, and dispositions that seem
important for effectiveness in the role. Various authors have put for-
ward different attributes needed for success in the principalship.
Keller (1998, p. 2) suggested that a good principal has the follow-
ing attributes:

® Recognizes teaching and learning as the main business of a

school

e Communicates the school’s mission clearly and consistently to

staff members, parents, and students

e Fosters standards for teaching and learning that are high and

attainable

e Provides clear goals and monitors the progress of students toward

meeting them
e Spends time in classrooms and listens to teachers
e Promotes an atmosphere of trust and sharing

e Builds good staff and makes professional development a top

concern

¢ Does not tolerate bad teachers

Others have suggested that to be effective, principals must be
able to both manage and lead. In other words, they must be strong
administrators, attending to the structural features of the organiza-
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tion, and strong leaders, working to shape the school culture and
context to promote student learning (Deal and Peterson, 1994).

The complexity of the principal’s role and the innumerable
decisions that must be made have led some analysts to focus on the
importance of strong problem-identification and problem-solving
orientations for school leaders (Hallinger, Leithwood, and Murphy,
1993). Effective principals clearly communicate a vision through
their work, which means finding ways to make meaning out of
the endless stream of activity in a principal’s workday. Some have
argued that in order to use these problem-solving activities as a
vehicle for communicating values and direction, principals require
a clear and highly developed values orientation that can focus and
drive decision-making processes (Raun and Leithwood, 1993).

Orther critical skills include a working knowledge of educational
research findings, methods, and approaches; strong communication
skills; and human resource management skills (recruitment, selec-
tion, evaluation, professional development, motivation, and so on).
Research on some of these knowledge and skill areas is extensive.
In the next section, we review some of this literature.

Models of Leadership

A number of models of leadership have been proposed over the
years. In an analysis of a decade of articles on leadership in schools,
Leithwood and Duke (1999) identified and defined six types of
leadership: instructional, transformational, moral, participative,
managerial, and contingent. These approaches are defined as
follows:

e Instructional leadership “typically focuses on the behaviors of
teachers as they engage in activities directly affecting the
growth of students” (p. 47).

e Transformational leadership focuses on “the commitments and
capacities of organizational members” and frequently refers
to “charismatic, visionary, cultural, and empowering concepts

of leadership” (p. 48).
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e Moral leadership focuses on “the values and ethics of the
leader” (p. 50). A major concern in this body of research is
the ways in which values and ethics are used in decision mak-
ing and how conflicts in values are resolved.

e Participative leadership examines “the decision-making pro-
cesses of the group” (p. 51), particularly with respect to shared
or group decisions.

e Managerial leadership “focuses on the functions, tasks, or

behaviors of the leader” (p. 52).

e Contingent leadership examines the ways in which “leaders
respond to the unique organizational circumstances or prob-
lems that they face” (p. 54).

In various ways, each of these approaches to leadership is
designed to enhance school culture or performance. For example,
instructional leadership focuses on student growth and learning
outcomes; transformational leadership, on increasing the capacity
for high performance; and moral leadership, on enhancing the eth-
ical and moral purposes in schools (Leithwood and Duke, 1999).
An extensive research literature has built up around these leader-
ship styles. We focus here on two forms that have been identified as
potentially promising for improving student achievement, transfor-
mational and instructional leadership.

Transformational leadership is perhaps the model most fully
developed in the literature. Leithwood (1994) has identified six
major dimensions: articulating a vision, fostering group goals, con-
veying high-performance expectations, providing intellectual stim-
ulation, offering individualized support, and modeling best practices
and values. To date, modest evidence supports the positive effects
of transformational leadership on organizational effectiveness
(Leithwood, Steinbach, and Raun, 1993).

Instructional leadership, identified in the early 1980s as a central
feature by the effective schools research, was developed and spe-
cified in several studies and analyses. The Bossert model (Bossert,
Dwyer, Rowan, and Lee, 1982) identified two major components to
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which Hallinger and Murphy (1987) added a third. The three com-
ponents are defining the school mission, managing the instructional
program, and promoting the school climate. Specific leadership
practices were delineated under each of these components, and
their function in schools were studied. A number of studies have
supported the model and showed how these three components and
the specific practices contribute to student achievement and other
educational outcomes (see Leithwood, Jantzi, and Steinbach, 1999,
for a review).

A complementary approach to leadership can be found in the
work of Deal and Peterson (1994), which focuses on principals as
both managers and leaders. As managers, principals ensure that the
basic roles, rules, responsibilities, structures, and processes of the
school are functioning effectively. As leaders, they help foster an
engaging, meaningful vision and mission for the school, shape the
culture, and provide motivation, high expectations, support, and
encouragement. Again, good principals must be able to both man-
age the school and lead it.

To be effective managers, principals must know the administra-
tive, legal, and policy rules and procedures and be able to apply
them. To be effective leaders, principals must know about and have
skills to address the tasks and roles of transformational and instruc-
tional leadership. They must also have a well-developed moral and
ethical core of values that translate into everyday behavior. In both
managerial and leadership roles, principals need strong problem-
finding and problem-solving skills that they can draw on to address
both routine and unique challenges.

Cognitive Issues and Leadership

Another significant knowledge and skill area researchers identified
in the 1980s and early 1990s was cognitive aspects of the principal-
ship (Hart and Pounder, 1999). These scholars delved into the
nature of problem finding and problem solving among administra-
tors. Professors generated studies of problem solving, suggestions for
changes in preparation programs to foster improved skill at it, and
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several new techniques for increasing problem-solving skills. These
included problem-based learning, design studios, and apprentice-
ships (see, for example, Bridges and Hallinger, 1993; Hart, 1993;
Prestine, 1993). Attention to problem solving may be important in
the design of preparation programs.

Problem-Solving

Like many managers in other industries, principals must be able and
willing to solve a wide variety of problems, both those that are
brought to them and those they select. Problem identification and
problem solving are central features of their work. An important
skill of principals is the ability to take care of the many problems
and demands of their jobs, at the same time leading their schools,
nurturing teacher leadership, and moving the instructional program
forward.

Problems are often complex, ambiguous, unsequenced, hard
to analyze, and highly emotional, with few routine solutions. As
a contrasting example, consider medicine, which also confronts a
large range of problems. In medicine, many problems are routine,
some problem-solving processes can be fairly routinized, and even
complex problems may have a fixed set of solutions from which to
draw. In educational administration, the range of problems that
present themselves is also large, but procedures for solving them
tend to be less routinized, and unique problems present themselves
much more frequently. Few routinized solutions exist for a large pro-
portion of many problems (Leithwood, Jantzi, and Steinbach, 1999).

Standards for Practice

In an attempt to improve the preparation of school leaders, a num-
ber of groups have developed standards for practice that define what
good principals should know and be able to do. Some have been
long and detailed, such as the list of proficiencies published by the
National Association of Elementary School Principals (NAESP);
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others have been short and broadly defined, like the standard of the
National Policy Board for Educational Administration (NPBEA)
and the Interstate School Leaders Licensure Consortium (ISLLC).
These models provide another look at the knowledge and skills
principals need and provide a potential list of knowledge bases,
skills, and abilities that a comprehensive model of preparation
might address. Although there are similarities across the standards,
each takes a slightly different approach to defining what is impor-
tant. Because they represent an important indication of what the
profession considers important, we shall summarize them here.

The NPBEA Standards

One of the earliest sets of standards was developed by the National
Policy Board for Educational Administration in an attempt to pro-
vide more structure and quality for educational administration
preparation programs (Hart and Pounder, 1999). They include the
following standards:

1. Strategic leadership— the knowledge, skills, and attributes
needed to identify contexts, develop with others vision and pur-
pose, use information, frame problems, exercise leadership processes
to achieve common goals, and act ethically for educational com-
munities.

2. Instructional leadership— the knowledge, skills, and attributes
needed to design with others appropriate curricula and instructional
programs, develop learner-centered school cultures, assess out-
comes, provide student personnel services, and plan with faculty
professional development activities aimed at improving instruction.

3. Organizational leadership— the knowledge, skills, and attri-
butes needed to understand and improve the organization, imple-
ment operational plans, manage financial resources, and apply
decentralized management processes and procedures.

4. Political and community leadership— the knowledge, skills,
and attributes needed to act in accordance with legal provisions and
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statutory requirements, apply regulatory standards, develop and
apply appropriate policies, be conscious of ethical implications of
policy initiatives and political actions, relate public policy initia-
tives to student welfare, understand schools as political systems,
involve citizens and service agencies, and develop effective staff
communications and public relations programs.

5. Internship— the process and product that result from appli-
cation in a workplace environment of the strategic, instructional,
organizational, and contextual leadership guidelines. When
coupled with integrating experiences through related clinics or
cohort seminars, the outcome should be a powerful synthesis of
knowledge and skills useful to practicing school leaders.

NAESP Proficiencies for Principals

A second set of standards (termed “proficiencies”) was developed in
the mid-1980s and refined through the 1990s by the National Asso-
ciation of Elementary School Principals. This set took a bimodal
approach and delineated a detailed set of leadership proficiencies
and administrative and management proficiencies. The NAESP
created a professional development inventory and professional
development activities related to the standards so that aspiring,
new, or experienced principals could assess their level of compe-
tence and create a professional development plan to strengthen

their skills.
The NAESP proficiencies are as follows:

1. Leadership proficiencies
Leadership behavior
Communication skills
Group processes
Curriculum and instruction

Assessment
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2. Administrative and management proficiencies
Organizational management
Fiscal management

Political management

For each area, specific skills are delineated. For example, under lead-
ership behavior, the National Association of Elementary School
Principals (1997, pp. 6—7) states:

In the exercise of leadership, the proficient principal

® Demonstrates vision and provides leadership that appropriately
involves the school community in the creation of shared beliefs

and values
® Demonstrates moral and ethical judgment
® Demonstrates creativity and innovative thinking

e [nvolves the school community in identifying and accomplish-

ing the school’s mission

® Recognizes the individual needs and contributions of all staff

and students
e Applies effective interpersonal skills
e Facilitates the leadership of others

e Conducts needs assessments and uses data to make decisions and

to plan for school improvement

Identifies, pursues, and creatively coordinates the use of avail-
able human, material, and financial resources to achieve the

school’s mission and goals

e Explores, assesses, and implements educational concepts that

enhance teaching and learning
e Understands the dynamics of change and the change process

e Advances the profession through participation as a member of

local, state, and national professional groups
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e nitiates and effectively coordinates collaborative endeavors

with local and state agencies

e Participates in professional development to enhance personal

leadership skills

Basic analysis of the construct validity and reliability of the
NAESP Professional Development Inventory has generally sup-
ported the use of the instrument (Coleman and Adams, 1999).

The Connecticut Standards

Leithwood and Duke (1997) developed another useful set of stan-
dards for the state of Connecticut. It was to be used to develop
assessment and evaluation rubrics for principals and to encourage
more aligned and structured preparation programs. These standards
begin with an integrated view of education, schools, and teachers,
using a set of assumptions about what constitutes an “educated per-
son,” the nature of the learning process, and the teacher. The Con-
necticut model then goes on to delineate specific standards for
principals based on these assumptions. The standards address the
following areas:

1. Purposes and culture of productive schools
School goals
School culture

2. Structural and organizational characteristics of productive
schools

Policies and procedures
Organization and resources
Teaching faculty

Programs and instruction

School-community relations
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3. Keys to school order and stability
Communications and coordination
Time management
Budget and resource management
School governance

Student discipline

Like the other standards, these included a subset of skills and
knowledge for each of the standards.

Council of Chief State School Officers
Standards for School Leaders

The most widely used standards for principals were developed by a
team of practitioners, academics, and policymakers in 1996. The
Interstate School Leadership Licensure Consortium (ISLLC) con-
sists of a number of states interested in pursuing the use of the
[SLLC standards for teacher licensure. The Educational Testing
Service has developed an assessment tool for states to use or adapt
that assesses candidates’ knowledge and skills as they relate to the
ISLLC standards.

The purpose of the ISLLC standards was to provide a clear,
organized set of curriculum content and performance standards that
could be used to drive the preparation, professional development,

and licensure of principals. The ISLLC core includes the following
standards (Council of Chief State School Officers, 1996):

Standard 1: A school administrator is an educational leader who
promotes the success of all students by facilitating the development,
articulation, implementation, and stewardship of a vision of learning

that is shared and supported by the school community.

Standard 2: A school administrator is an educational leader who

promotes the success of all students by advocating, nurturing, and
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sustaining a school culture and instructional program conducive to

student learning and staff professional growth.

Standard 3: A school administrator is an educational leader who
promotes the success of all students by ensuring management of the
organization, operations, and resources for a safe, efficient, and effec-

tive learning environment.

Standard 4: A school administrator is an educational leader who
promotes the success of all students by collaborating with families
and community members, responding to diverse community interests

and needs, and mobilizing community resources.

Standard 5: A school administrator is an educational leader who
promotes the success of all students by acting with integrity, fair-

ness, and in an ethical manner.

Standard 6: A school administrator is an educational leader who
promotes the success of all students by understanding, responding
to, and influencing the larger political, social, economic, legal, and

cultural context.

In addition to these standards, the National Council for the
Accreditation of Teacher Education (NCATE) has developed stan-
dards for preparation programs, and the American Association
of School Administrators has developed standards for superin-
tendents. These efforts to develop standards of practice are laudable
in that they represent an attempt by the key stakeholder groups
— policymakers, preparation programs, and professional associa-
tions— to identify a knowledge base for the profession. The stan-
dards are being used to shape licensure policy as well as the content
and scope of preservice and in-service administrator preparation
programs.

In examining the standards, several major areas of emphasis
stand out: (1) defining the mission of the school, (2) ensuring that
the school is well managed, (3) shaping a positive school culture,
(4) managing and leading the instructional program, and (5) build-
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ing positive relations with parents and community. To their credit,
these points closely parallel the research on principals’ work,
instructional leadership, and effective schools.

Perhaps more important than the broad categories are the
specific skills and knowledge defined under each one, the relative
emphasis placed on each category (how much of each factor), and
the ways the skills and knowledge are learned and can be applied in
complex, real-life situations. These features are not systematically
detailed in the standards model.

The standards should also be recognized for what they are: an
attempt to identify a basic level of knowledge for the profession.
The ISLLC, for example, developed a set of licensure standards.
As a result, the ISLLC standards reflect a basic understanding of the
literature on effective schools and a generic approach to admin-
istrator knowledge and skills. They differ from the work of the
National Board for Professional Teaching Standards in that they are
not an attempt to identify the “expert” knowledge of highly effec-
tive administrators. They are also divorced from any particular
model of administrative practice.

Schools vary considerably on many dimensions, and effective
leadership is enacted in a particular context. Skills and knowledge
should be developed so that principals can lead effectively in their
particular context. Specifically, schools differ in their leadership
demands, depending on such factors as level (elementary, middle,
and high schools); the socioeconomic, racial, and ethnic charac-
teristics of students and community; school size; the professional
culture of the school; and the governance model driving the system.
Principals at both the preservice and in-service stages should
develop leadership that can be enacted effectively in the context of
their particular schools. The standards, therefore, would likely
prove inadequate as a template for preparation of administrators for
highly decentralized, focused, or specialized management systems
like the ones in Seattle, San Diego, or Chicago.

Further, while the standards provide a broad overview of the
knowledge, skills, and abilities needed by principals, they do not
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provide a clear model of daily administrative practice, specific guid-
ance on how administrators best obtain these skills, or information
on how these skills interact with one another in the practice of
leadership. Leadership is not simply engaging in a smorgasbord
of actions. Rather, it involves a carefully selected complex system
of thoughts, actions, and processes that occur in a temporal order
that solves problems, builds culture, nurtures leadership in oth-
ers, communicates values and purpose, and institutes meaningful
changes.

Thus leadership preparation is not simply a matter of develop-
ing a set of discrete skills and building isolated bits of knowledge.
Instead it means embedding skills and knowledge in a complex,
analytical “mental map” that can be applied to complex, varied, and
uncertain situations. Leaders facing complex situations need com-
plex mental maps to address those situations. The more complex
the work situations, the more complex the mapping needs to be.

Leadership preparation programs therefore need to do much
more than simply address lists of skills. They need to provide learn-
ing experiences that develop complex mental maps and models for
action in specific contexts.

The Nature of Educational Preparation

Ciriticism of preparation programs, certification, and licensure is not
new. In the late 1980s, considerable attention focused on the prob-
lems of preparation programs.

Sirotnik and Mueller (1993) provide an excellent example
of a prototypical administrator preparation program. It involves
part-time students taking courses at night or on weekends, taught
by adjunct faculty. Reading and academic work is often atheoreti-
cal, textbook-based, and minimal. Sequencing and scheduling of
courses is determined by students according to the scheduling
demands of a busy professional rather than by issues of curriculum
content and educational purpose. Field experiences are short,
poorly organized, disconnected from the curriculum, and planned
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according to the availability of small blocks of time for work-
ing teachers. Curriculum, instruction, and assessment are seldom
planned, coordinated, or linked in a coherent manner.

For years, preparation of educational administrators has been
criticized in ways that are in fact descriptions of typical programs.
Here are some of the critiques’ findings (Peterson and Finn, 1985;

Sirotnik and Mueller, 1993; Bredeson, 1996):

e Little, if any, recruitment to identify potential leaders and
increase diversity in those selected

¢ Eased entry to graduate programs with few significant selec-
tion criteria (if any) and usually no interviews

¢ Admission policies that allow students to begin the program
at any time during the year and continue taking courses in
whatever sequence fits their work schedules or preferences

e Convenience scheduling of courses around students’ full-time
work schedules, with classes offered in the evenings or, more
recently, on weekends

¢ Graduate programs that are a patchwork quilt of courses,
sometimes taken at different institutions and transferred in
for the final application for certification

e Program content and curricular alignment based more on
textbook sequencing or faculty interest than on careful curric-
ular design

e Pedagogic techniques that are frequently lectures and, more
recently, case- or activity-based

® In-class performance expectations that are unclear, inappro-
priately low, or nonexistent

e Program structures and learning activities offering little in the
way of meaningful experiential or mentoring opportunities, as
they are often arranged by the student or occur in their school
during off hours, with little reflection on or analysis of the
experience
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e Few, if any, programmatic links with local districts that would
tie students to existing district realities

¢ Learning sequences and content that are rarely based on
career stages or the development of expert knowledge

Efforts by various programs, associations, and foundations did
attempt in the 1990s to ameliorate some of these deficiencies
through investment in the development of model programs. (In the
following case examples, some of the better programs include those
developed during this early reform period.) Nonetheless, with the
hundreds of certification programs in the country, many have
improved little, and many remain weakly structured, inadequately
designed, and poorly implemented. Critics of educational admin-
istration programs have suggested that the reform discussion of
the late 1980s and early 1990s simply led to add-on features (for
example, more case discussions) that did not significantly change
the quality or efficacy of these programs (Murphy and Forsyth,
1999).

Program Inertia: Why Quality Suffers

Why haven’t more programs improved on their own? Several struc-
tural and organizational reasons exist, in spite of association and
group pressure and interest in change.

First, overall accountability for quality remains with state agen-
cies that approve programs for administrator preparation in their
states. Often almost any program with a collection of “appropriate”
syllabi can gain approval. Some states have taken a more active role
in trying to improve preparation programs for principals and other
administrators. These actions include closing programs, requiring
significant restructuring, or developing performance-based licensure
systems (National Association of State Directors of Teacher Edu-
cation and Certification, 2000). For example, in North Carolina,
programs were required to reapply for the right to offer administra-
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tor preparation classes. Some programs were closed. In Ohio, sev-
eral educational administration doctoral programs were closed and
offered the chance to reapply for status. But in most states, educa-
tional administration programs have proliferated, with private uni-
versities expanding into states where they have no campuses with
part-time programs.

The norms and values of many universities are focused more on
research and grant getting than on instruction. Faculty norms, espe-
cially in major research universities, encourage time and attention
to scholarship and publication. Incentives and merit are often tied
to research and not to teaching or to the development of meaning-
ful connections with the field.

Financial incentives are considerable for universities to support
marginal programs with adjunct faculty. These programs have been
for many colleges and universities the proverbial “cash cow,” with
adjunct faculty paid a few thousand dollars to teach twenty to thirty
paying students in their own schools. It has always been easy to hire
adjunct faculty and build an entire program around low-paid, part-
time practicing administrators. Although these people are often
superb in bringing real-life experiences to the classroom, they are
seldom expected to devote time to current research or to program
development, alignment, and refinement.

Improving preparation programs takes time and money, two
resources in short supply in many programs. Many educational
administration programs have huge doctoral advising loads com-
pared to the arts and sciences, taking time away from program
improvement. Furthermore, few departments have the budgets nec-
essary to design, develop, or purchase instructional materials, let
alone invest in the development of new course materials using cur-
rent information technologies.

So even though the barriers to enhancing principal preparation
programs are significant, the research literature suggests a number
of program foci that could better prepare principals for the chal-
lenge of leadership. These will be considered in the next section.
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Considerations in Program Design

We found several additional features beyond simple lists to be
important when considering program design. These include career
stages, district and state context, problem finding and problem solv-
ing, and the nature of expert leadership.

Career Stages and Leadership Development

The development of effective school leaders cannot occur in any
single program or time period. Rather it must be part of a long and
complex process that builds and accumulates skills and knowledge
over time and in different ways. Leadership development is part of
the broader career and personnel process that includes recruitment
to the profession, early preparation and licensure, recruitment and
selection to a district and placement in a school, ongoing evalua-
tion and supervision and coaching, and continuous careerlong pro-
fessional development. At each stage of the career, a different set of
possibilities exists for leaders to gain knowledge, skills, and values
that match the needs of the school and district.

We have insufficient room in this chapter to describe all the
points along the career that offer opportunities for states or districts
to enhance leadership development, so we will focus here on pre-
service preparation programs; Chapter Nine focuses on in-service
professional development efforts. Considerable attention is being
paid to both these arenas in recent years, but little systematic
research or evaluation has enlightened the field about these efforts.

District and State Context

Corporate leadership training has regularly viewed local organiza-
tional context as a central feature of effective leadership develop-
ment. This is also the case in education, though it is less frequently
addressed. Programs should consider linking leadership devel-
opment, both in preparation and in in-service settings, to the dis-
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trict and increasingly the state context of curriculum reform and
accountability.

Problem Finding and Problem Solving

During the 1980s and early 1990s, a number of programs designed
opportunities to develop cognitive skills in problem finding and
problem solving (Bredeson, 1996; Hart and Pounder, 1999). Given
the continuous problem-finding and problem-solving tasks of prin-
cipals, especially in the area of instructional improvement, this is a
key feature of their work. It should thus be an explicit feature of
preparation and in-service programs.

Expert Knowledge

The need to address problem solving in developing leaders is con-
sidered by several writers. Most organizations do not expect new
hires to be experts. But over time, additional training, experience,
and mentoring should work to make neophytes into experts. Such
training should be carefully built into ongoing programs.

What does expert behavior look like? Ohde and Murphy (1993,
pp. 75—176) suggest that the features of expert behavior integrated
into some of the model preparation programs include the following:

1. An expert within a specific domain will have amassed a large

yet well-organized knowledge base.

2. This extensive body of knowledge allows experts to classify
problems according to principles, laws, or major rules, rather

than by surface features.

3. The knowledge base is highly organized, allowing experts to
identify patterns and configurations quickly and accurately.
This ability reduces cognitive load and permits the expert to

attend to other variables within the problem.
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4. The problem-solving strategies of experts are proceduralized.
Experts can invoke these skills automatically, whereas novices

often struggle with the problem-solving process.

5. The acquisition of this complex knowledge base takes a long
time. Expertise within a domain is linked to years of practice,

experience, or study.

The Landscape of Licensure

The National Commission on Teaching and America’s Future
(1996) identified licensure, certification, and accreditation as crit-
ical foundations on which teacher quality rests. Licensure refers to
the initial permit to practice and is typically granted by the state.
Certification refers to recognition by the profession of high levels of
professional practice. Accreditation refers to the review of an educa-
tional unit to acknowledge and ensure that the unit is meeting
specific standards of quality (Hart and Pounder, 1999).

The landscape of licensure requirements for principals is evolv-
ing slowly. As of 2000, twenty-three states required administrators
to take at least one of five different examinations for licensure. The
exams include the National Teachers Examination, the California
Test of Basic Skills, Program for Licensing Assessments for Colo-
rado Educators, individual state exams, and one or more examina-
tions from the PRAXIS series of the Educational Testing Service.
More recently, the ETS assessment linked to the ISLLC standards
has been adopted in a large number of states. In 1998, twenty-five
states were using or planning to use that assessment in some form
(Crawford, 1998).

Appendix A presents the licensure requirements for a sample
of eight states. Typical requirements include teaching certification
and experience, a master’s degree, and administrator training in
an approved program, with continuing professional development
needed to retain the license. The modal requirement is three years
of teaching experience for principal licensure; the range is from one
to seven years. In most states, the initial license is issued for five or
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fewer years, with renewal granted for additional coursework or par-
ticipation in other professional development activities. As of 2000,
three states—Louisiana, New Jersey, and Texas—remained the
only ones that issue lifetime administrator licenses (Crawford, 1998;
National Association of State Directors of Teacher Education and

Certification, 2000).

Promising Programs: Case Examples

The following are case examples of particularly promising programs.
Though most programs have not conducted rigorous evaluations of
their effectiveness, these seem to have developed some successful
approaches to preparation. These descriptions of programs and their
features are not meant to be exhaustive, but they should provide
some insights into the most current thinking about leadership
preparation. (A description of the methodology used to collect case
data and the interview protocol used can be found in Appendix B.)

University of Washington: Danforth
Educational Leadership Program

The University of Washington’s Danforth Educational Leadership
Program is a cohort-based program focusing the development of
moral leadership and organizational change, implementation, and
evaluation. The program uses intensive twelve-month internship
placements with carefully screened and trained mentors to pro-
vide an experiential base for the development of moral and ethi-
cal leadership. Classroom instruction is provided by faculty and
practicing administrators in modular units of varying length rather
than in traditional course-length units. The instructional staff,
mentors, and internship supervisors maintain a close collaboration
to give students continuity in educational experience. The program
also communicates the value and process of evaluation through an
intensive formative evaluation from students and other program
participants.
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As is reflected in its name, the University of Washington -
program was developed through seed money from the Danforth
Foundation. The program itself began in 198889 as a small exper-
imental program for administrator training. In 1992, the traditional
program was closed, and Danforth became the only administrator
preparation program offered by the University of Washington.

Selection. Students are selected through an evaluation of aca-
demic credentials and leadership potential. Candidates must sub-
mit recommendations focusing on leadership ability that are
completed by the candidate’s principal, a teacher of the principal’s
choice, and a second teacher identified by the candidate. Candi-
dates must also participate in an interview focusing on their values
and clarity in use of those values in leadership decisions and in a
one-hour essay exercise centered on how they would lead given the
current context of today’s schools. Participants are required either
to possess a master’s degree prior to entry or to obtain one through
additional coursework.

Program Structure, Pedagogy, and Curricular Focus. Each
year, from about forty applicants, a cohort of no more than twenty
students is selected to participate in the yearlong program, which
features a summer institute, internships, and classroom instruction.

An intensive ten-day summer institute uses interaction, reflec-
tion, cases, simulations, and discussions to build the cohort and
begin the transition into leadership. The summer institute provides
an opportunity to socialize students to challenge one another in
productive ways and to clarify their values and beliefs about educa-
tion. The institute also gives program staff an opportunity to get to
know the students’ strengths, weaknesses, and personalities, which
facilitates placement in productive internship experiences.

Internships involve placement of candidates with carefully
screened mentor administrators. Mentors are nominated by district
administrators and must provide peer recommendations and put
together a portfolio describing the school, its program, its staff, and
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its community situation. A university team visits the site to develop
a miniportrait of the site dynamics and leadership behaviors of
the principal. Selected administrators sign a letter of commitment,
including a detailed description of the nature of their role and the
extent of their involvement. Mentors are not compensated but
have an opportunity to interact with faculty and maintain access to
current research and faculty participants.

About half the students participate in full-time internships
(about fourteen hundred hours); the other half are placed in intern-
ships for at least four half-days per week throughout the academic
year (about seven hundred hours). Districts are asked to provide
students with half-time leave from their positions to participate in
the program. (The state requires a 320-hour internship for educa-
tional administration certification and provides some monetary
compensation for districts to defer this cost.) Students are expected
to participate in three different internships during the year; only
one of the three can be a placement in the student’s own district.
At least one of the placements must be at a different level from the
one at which the student intends to administer; and at least one
must be from a different setting (urban or rural, for example).

Field experiences are supervised by faculty and the program
coordinator, with the expectation that supervisors will meet with
students and mentors in the field at least five times during the year.
Faculty are given a course reduction of two quarter-length courses
for every four students they supervise.

Classroom instruction is integrated with the internship experi-
ence and organized into modules. Students meet every Thurs-
day and on selected weekends (Friday or Saturday) throughout the
year for this classroom component. The modules vary in length,
depending on content, and are taught with collaborative teams of
faculty and practicing administrators selected for their content
expertise.

“The most fundamental assumption of [the program] is that
human inquiry and action are never value-free, suggesting that
explicit treatment of values, beliefs, and human interests should be
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a routine and rigorous part of organizational life. Also suggested is
a position that eschews value-relativism; we argue that one set of
values is not just as good as any other. . . . The set of values pro-
moted in the Danforth Program is rooted in the ideals of human
caring and social justice” (Sirotnik and Mueller, 1993, pp. 62-63).

Program Effects. Evaluation is a core value of the program and
is communicated through student and faculty participation in
ongoing evaluation and feedback. The evaluations suggest that
key factors in producing individual change were the cohort struc-
ture, seminar format, significant relationships, integrated theory
and internship experiences, involvement in program change, role
models provided by faculty and mentor principals, and program
intensity. Key individual changes include gaining an understand-
ing of multiple perspectives, strengthening personal values and
beliefs, improved ability to discuss substantive issues, and important
changes in habits of thought and interaction (Sirotnik and Muel-
ler, 1993).

The evaluation data show that approximately 75 percent of
program graduates move directly into administrative positions,
compared to only 25 percent in the traditional program (Milstein

and Associates, 1993).

Program Cost and Other Challenges. The program requires a
significant commitment from the university in that it is significantly
more costly than the traditional program structure. Key costs
include a program coordinator, faculty release time for internship
supervision, and the opportunity cost of choosing not to run an
income-generating certification program. The program also requires
a willingness on the part of the university to sidestep traditional
educational delivery mechanisms (the program is a 36-credit pro-
gram, which students can take in variable credit units); significant
commitment from faculty to maintain the level of collaboration,
supervision, and curriculum revision demanded; commitment from
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districts to provide release time for participating students; and the
time and talents of mentors, compensated primarily through intrin-
sic rewards of participation.

East Tennessee State University

The East Tennessee State University (ETSU) administrative
endorsement program was also developed in the 1980s and was one
of the original Danforth program sites. Ongoing commitment to the
Danforth program is shown by the fact that the former executive
director of the Danforth Foundation is a faculty member in the
program.

Program Structure. The ETSU administrator training pro-
gram is designed to accommodate the work schedules of full-time
teachers. Students enter the two-year program in January. The
cohort group meets once a week from 4:00 to 10:00 PM. (twice
a week during the six-week summer term). Students are expected
to participate in five separate placements in a 540-hour intern-
ship, which extends for the duration of the program. Placements
include elementary, middle, high school, special education, and
community services. Internship placements are identified by stu-
dents, and the internship experience is woven into the curriculum
throughout the program. For example, when coursework focuses on
school finance and law, students may be asked to participate in the
development of school budgets and may become involved in legal
issues emerging in the school or district. The internship mentors are
not screened, since the purpose is not to provide models of ideal
leadership but rather to expose students to issues and examples that
can be analyzed and discussed in the classroom context. The intern-
ship itself can be carried out in the context of a full-time teaching
schedule, since students are largely required to participate in inter-
views, observations, and projects that can be conducted outside reg-
ular teaching hours.
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Students complete their program requirements in December
and are then available for hire at the peak hiring time of the year,
spring semester.

Curriculum. The curriculum is based on the ISLLC standards
and matrix, with particular attention given to the ethical and moral
dimensions of leadership. The following is a list of required courses:

Interpersonal Relations (6 credits)
Emerging Perspectives Influencing the School (6 credits)
Professional Needs of Individuals and Groups (6 credits)

Developing Learners Through Instructional Leadership
(6 credits)

Implementation Strategies (6 credits)

Shaping the Quality and Character of the Institution
(6 credits)

No dominant pedagogical approach is used, but field experiences
and use of technology are required in eleven courses.

Core and Supplementary Faculty. The faculty all hold doctor-
ates and have experience as educational administrators. Classes are
planned and taught by “tag teams.” Adjuncts are rarely used, but
when they are, they are paired with faculty and are current practi-
tioners. Most adjunct faculty are graduates of the ETSU program
and are selected for their familiarity with the innovative teaching

strategies used by ETSU.

Recruitment and Selection. Only twenty students are admitted
into each cohort; the program currently admits only one new
cohort per year. Just over half of applicants are admitted; demand is
thought to be related to the program’s strong reputation in the
region. Students are screened through both written application and
an interview; criteria include academics, experience, and leadership
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potential. The program’s commitment to strong moral and ethical
leadership is indicated by the fact that it recently turned down a
student with an outstanding academic record because she did not
appear to share the program’s values. In addition, the capstone to
the master’s degree is a portfolio, which has an ethical component.

Relation to State Policies. The program has recently aligned
itself with the ISLLC standards in response to state action to adopt
those standards and an [SLLC-based exam for administrator licen-
sure. The state also requires a minimum grade point average and
teaching experience. Two forms of certification are available from
the state: internship-based and non-internship-based; ETSU
requires the internship version for its participants. Administrators
are also required to hold a master’s degree.

California State University-Fresno

The California State University (CSU)-Fresno’s principal prepara-
tion program is a third example developed with seed money from
the Danforth Foundation. The program began in 1991 and involves
a strong collaboration with area superintendents. It uses the Profes-
sional Development Inventory (PDI) of the NAESP as part of its
initial student assessment. Scores on the PDI help shape the stu-
dents’ initial professional growth plan (similar to an individual edu-
cational plan), which is advanced throughout their work. A
portfolio is used to build evidence that they have addressed any
deficiencies identified in the assessments. Students have exit inter-
views at the end of each semester with faculty and district supervi-
sors. These evaluations serve as preliminary evaluations for the next
semester. At the same time, students are taking coursework linked
to their field experiences.

Program Structure. Students enroll in a sequenced set of
courses. The program is divided into two tiers of 24 credits each,
and each tier takes about two years to complete. The first tier
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provides the training required by the state to become an entry-level
administrator; students meet one night a week for two classes. The
second tier is for beginning practicing administrators and provides
the advanced credential for continuing administrators. Classes meet
on weekends, and students take one course per semester.

Pedagogy. The program is experience-based. Students apply
knowledge and skills developed through coherent fieldwork coor-
dinated with coursework. Some faculty use case studies or simula-
tions as well. Technology is available for the second-tier program in
the form of teleconferencing for students who cannot travel to
Fresno.

Curriculum. The program has developed a matrix that con-
ceptualizes knowledge development and identifies course content
and sequencing.

The first-tier program is focused on developing strong instruc-
tional leaders. Students participate in a 120-hour internship as
a master teacher; many work as resource teachers for two to three
years. During their first semester, they take two courses, one in
advanced educational psychology and the other in administrative
theory and management; second-semester coursework includes cur-
riculum management and educational leadership; the third semes-
ter focuses on site-based leadership, and students do a simultaneous
research project. Graduates typically advance to vice principal posi-
tions for three to four years and then to principal.

The second-tier program, designed for beginning administra-
tors, focuses on developing transformational leaders. In addition to
an internship, students take practice-based courses, including orga-
nizational development, school law, and public relations (first
semester) and school finance, personnel, and systems analysis and
design (second semester). Courses are scheduled to coincide with
principals’ responsibilities. Since these are practicing, licensed
administrators, they carry out all the functions of their roles. So the
program has scheduled the school finance course in early spring,
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when students are planning their budgets, and the personnel course
in late spring, when they are starting the hiring process.

The first summer of the second-tier program is a two-unit induc-
tion course in which students take assessments and develop their
growth plans. In the fall semester, students take three two-unit
courses in transformational leadership, law and policy, and school-
community relations. In the spring, students take three two-unit
courses: school finance, personnel, and an elective. In addition, stu-
dents participate in eight units of professional development activi-
ties throughout the academic year. Students take eight one-unit
seminars from a menu of offerings. In the second summer, they take
part in a two-unit assessment seminar in which they produce a port-
folio highlighting their knowledge and skills.

Students in both tiers are assessed when they first enter the pro-
gram and again at the end of each semester. Three measures are
used. The first is a test on the content of the sixteen courses that
they will take (based in part on state performance indicators). Stu-
dents are given data on the means and standard deviations of the
entire group so that they can compare themselves to others. Sec-
ond, they go through the PDI, the NAESP performance-based
assessment that is designed to assess knowledge and performance in
relation to planning, organizing, problem solving, creativity, deci-
siveness, systems analysis, vision, communications, instructional
analysis and supervision, instructional leadership, group leadership
and team building, climate development, and moral responsibility.
Third, they are required to submit their district’s most recent job
performance evaluation. These elements all contribute to the pro-
fessional development plan that each student will complete as part
of the advanced credential. The plan is updated on the basis of
assessments and evaluations relating to fieldwork or internship.

Core and Supplementary Faculty. For the first-tier program,
the courses are all taught by faculty, with the exception of site-
based leadership, which is taught by an alumnus Ph.D. and current
principal. Three former well-respected superintendents conduct a
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significant share of the fieldwork supervision. Faculty members
supervise other field experiences.

The second-tier program relies largely on adjunct faculty
experts to teach the content areas. For example, a school lawyer
teaches law, a school finance person teaches finance, and a district
human resource director teaches personnel management. A faculty
member teaches the organizational development and systems
courses.

Recruitment and Selection. The program has a strong working
relationship with area districts. A group of local superintendents
meets four times a year with program staff to provide feedback on
the program. Many of these districts screen and select candidates,
although district selection is not a requirement for program partic-
ipation. Although the two-tier program is demanding in terms of
student time and commitment, the two-tier structure is a require-
ment of California state law. Many students are attracted to the
CSU-Fresno program because of the relatively low price (competi-
tors in the area are more expensive private schools). The program
also attracts students for its perceived quality and strong placement
record. Each of the area districts” high schools has a vice principal
who is a graduate of the program. The quality of these graduates is
an excellent recruitment tool.

To enter the program, students must have a master’s degree.
Selection is based on academic credentials and experience. The
program typically seeks outstanding teachers who have a knack for
providing leadership, although they may not be aware of their lead-
ership skills.

Relation to State Policies. The state of California requires
everyone pursuing the principalship to go through a two-stage
process. Candidates participate in a provisional training program
(24 credits) to work in an administrative capacity; once in an
administrative position, they need another 24 credits to achieve
advanced certification.
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The California accountability context provides an interesting
backdrop to the administrator preparation environment. The state
has enacted regulations requiring school accountability, peer review,
and competency exams to graduate from high school and has
banned social promotion. As part of the accountability program,
low-performing schools have three years to improve performance
on the Stanford Nine Achievement test. If schools don’t improve,
principals face losing their jobs. This has affected the demand for
quality preparation programs. Principals and districts are looking
carefully at their professional needs, identifying weak areas, and
coming to the universities for help in addressing those areas. This
has provided another important incentive to educators to focus on
professional development plans.

Program Effectiveness. CSU research shows significant growth
in the perceived competencies between beginning and ending par-
ticipants. Student self-assessment scores are consistent with district
supervisors’ assessments. In addition, Donald Coleman, a member
of the faculty, has conducted research on the validity and reliabil-
ity of the PDI assessment, and on the validity of the ISLLC stan-
dards (Coleman and Adams, 1999; Coleman, Copeland, and
Adams, 2000). Coleman and his colleagues have found the PDI to
be both valid and reliable, and based on a limited sample, they have
found that the ISLLC standards need modification to improve their
validity.

Program Cost and Other Challenges. The program is funded
primarily through state funds. Local districts pay for the PDI assess-
ment ($450 per student) and donate the time for program feedback
and some supervision of interns.

University of Louisville: IDEAS

The University of Louisville (UL) now runs two different program
models. Officials are conducting an internal evaluation to deter-
mine whether to continue with both models or to eliminate the
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traditional one. The two share some characteristics and overlap in
some places but have major differences as well. The first model is
traditional in that students take classes to become certified and
develop a portfolio to meet the state ISLLC-based requirements for
certification.

The second program is called IDEAS (Identifying Educational
Administrators for Schools). It was developed in collaboration with
the Jefferson County school district and initially involved a cohort
of prospective administrators from Jefferson County schools. Now
two cohorts run simultaneously: one from Jefferson County and one
from the Ohio Valley Education Cooperative, a cooperative of out-
lying districts.

In addition, Jefferson County and the University of Louisville
run a yearlong program called Principals for Tomorrow for admin-
istrators who are certified but have not taken administrative posi-
tions. Principals for Tomorrow provides additional professional
development opportunities to enhance the knowledge and skills of
these licensed administrators. This review focuses on the preservice
training program.

Program Structure. The entire administrator training program
is one-and-a-half years in length (18 units). IDEAS is a nine-credit
unit with traditional coursework and modules of field experience.
The internship is part time; students are recommended and spon-
sored by a principal with whom they work eight to ten hours per
week shadowing or collaborating. IDEAS integrates coursework
and internship for 9 of the 18 credits needed for certification. The
remaining courses are taken with students in the traditional admin-
istrator training program.

IDEAS cohorts begin in late May, using two National Asso-
ciation of Secondary School Principals (NASSP) Individual Pro-
fessional Development (IDP) programs to shape a professional
development path for each student based on needs. The cohorts
meet twice a month and have an embedded internship during the
school year. They are expected to have a minimum of sixty hours
of school-site leadership. The bimonthly meetings of courses are
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rotated among district sites. When the course is taught at a school
site, the principal at that school serves as a guest speaker.

Each participant has a sponsor-mentor who is a principal. Spon-
sors are responsible for providing access to internship experiences,
reviewing the student’s portfolio (with two faculty members) for
[SLLC standards, and participating in the summer NASSP program
as coaches and to provide feedback.

Pedagogy. The program is predominantly field-based, with some
lectures but field experiences in all classes. Students have two men-
tors— one in the school and one out of it. Students intern at their
schools. Program leaders are also experimenting with using Web-
based technology to enhance classes between face-to-face meetings.
For example, to review and discuss University Council for Educa-
tional Administration (UCEA) case studies, discussions are on-line.
Technology is also used for things like PowerPoint presentations.

Three of the classes are largely traditional in delivery but are
somewhat interdisciplinary, taking advantage of school-year varia-
tions to teach a variety of issues.

Curriculum. The curriculum is based on the ISLLC standards
but has a significant focus on instructional leadership, including
best practices, diversity, knowledge of instruction, and evaluation
training. Prior to the ISLLC, the UL program used standards devel-
oped by the Educational Policy Standards Board (EPSB); some stu-
dents are still grandfathered into these standards.

Core and Supplementary Faculty. The department is small and
recently hired additional people. Five of the six professors are for-
mer practitioners; two are higher education professors and former
higher education administrators. The off-campus classes are team-
taught, and much learning is practice-based; the mentors provide
an important additional learning resource.

Recruitment and Selection. Students in the IDEAS program
are recommended for participation by the district and the sponsor-
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ing principal. If after formal admission procedures at UL there are
too many candidates, the executive director for administration and
recruitment for the Jefferson County schools chooses among them.
The program has a growing number of women and elementary
school principals, but it is having trouble attracting middle school
and high school principals.

Students are attracted to the IDEAS program in large part
because it is an honor to be selected by the district to participate. It
suggests that the district is interested in promoting them to admin-
istrative positions upon completion of the program. IDEAS is also
the only public program in the area, and the district defers a small
amount of the cost for many applicants; therefore, some applicants
may select it on cost considerations.

The formal educational experience of applicants is declining.
Until recently, Kentucky allowed certification only for individuals
who already had master’s degrees, so applicants tended to have more
teaching experience. These students came in with a significant
length of service and usually a master’s degree in a curricular area.
The newer students have much less experience (some are first- and
second-year teachers), and most have only a bachelor of science
degree. There is no admission requirement for teaching experience,
but Kentucky does require three years of teaching experience for
certification.

Relation to State Policies. Kentucky state requirements man-
date that students take credits at a program certified by the state
teacher standards board. Graduates must pass the Kentucky spe-
cialty certification test, which is multiple-choice and focuses on
school law and the Kentucky Education Reform Act. In addition,
students must pass the Student Leadership Licensure Assessment

(SLLA), ETS’s ISLLC exam.

Program Effects. The University of Louisville surveyed 170
local administrators, 70 percent of whom are program graduates.
The respondents indicated that the cohort model is probably bet-
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ter than conventional approaches, but the logistics make it hard for
everyone who wants or needs training to use that method. They
also indicated the following:

¢ The internship is highly valued. Respondents wanted more of
them, early in their program.

e Women were more positive about the portfolio than men.

e The cohorts were viewed as very valuable for support and net-
working during the job search.

The Jefferson County school district has also evaluated program
effectiveness based on feedback from participants and district eval-
uation of program graduates’ effectiveness (the district has placed
eighty to ninety principals). The evidence suggests that the pro-
gram is very effective.

Program Costs and Other Challenges. Districts pay for many
cohort activities, and some districts provide release time for the pro-
gram. They also donate mentoring services and commit significant
time from district leadership for evaluation and feedback. The dis-
tricts also heavily market the program internally.

Wichita State University

The Wichita State University administrator preparation program
was developed following a major revision in the doctoral program.
It has a field-based research emphasis that parallels the research
emphasis of the doctoral program. Based on feedback from gradu-
ates, the most valuable experience of the certification program was
field placement. So the program was turned around. Now, rather
than have fieldwork supplement coursework, the program is struc-
tured around fieldwork and continuous practical research, and
coursework supplements the fieldwork.

Program Structure. The cohort-based program is designed not
just to accommodate the lives of practicing teachers but also to use
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their access to schools as a core building block. Classes are held
from 5:00 to 6:30 p.m. From 6:30 to 8:00 p.m., students work with
their field study teams. In addition, the team has two field days dur-
ing the semester to collect and analyze data. One professor guides
the team on its problem or topic, and members conduct the study
as a full participatory team (even the professor participates). At the
end of the semester, the teams present their research. Students stay
with their teams (of six to eight students) throughout the two-year
program.

The internship represents fifteen of the thirty-three hours of
required coursework, spread over the two-year period. This equals
twelve hours per week of internship experience. Of the twelve
hours, students are expected to gain six hours of experience per
week during the day, with the remaining six hours conducted before
or after school hours. Students are also expected to spend a full
week in internship placement before and after the school year, par-
ticipating in planning activities.

Pedagogy. Students learn content primarily through participa-
tion in individual and group research studies. Coursework accounts
for half the total credit hours required for the master’s degree. The
courses themselves are heavily field-based, so that (for example) a
law course is made up of twelve to fifteen contact hours rather than
forty. The remaining time is dedicated to developing and carrying
out a research project related to the coursework.

Curriculum. Coursework is provided in interwoven units: law
with personnel; interpersonal communication with supervision;
finance with leadership. The integration of curriculum works well
with some subjects and less well with others. Students are assessed
on research projects and coursework (papers and exams), and indi-
vidual competencies are reviewed in a leadership performance
assessment (Furtwengler and Furtwengler, 1998). Graduation is
based on team reports and performance evaluations. Students are
also scored on papers, research, and exams. The program includes a
comprehensive written exam done in teams of two to four people.
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If the group meets the required standard, its members all pass; if it
does not, they are given further assistance.

Core and Supplementary Faculty. The faculty are all full-time
university faculty members. The department carefully selects them
to fit with the philosophy of the program, which is heavily based on
collaboration. New faculty need to learn to work in a highly col-
laborative environment, a unique feature of this program. Faculty
members team-teach all courses in groups of three, and the courses
are integrated on the basis of content.

Recruitment and Selection. The program is in high demand,
due to its strong reputation in the region. It has a waiting list from
year to year; candidates are typically hired for principalships before
completing the program. The standards for admission are high,
involving academic criteria, personal statements, and recommen-
dations. Some students have been counseled out of the program for
underperforming.

Relation to State Policies. The state is moving toward the
ISLLC standards, but they won’t be fully implemented until
2004 -05. The Wichita program is aligned with the ISLLC stan-
dards. When designing the program, originators discussed the fea-
tures of leadership they felt to be important and found a high
correlation between these criteria and the ISLLC standards.

Program Effects. The program is about to undertake an exten-
sive review by external evaluators; they anticipate strong positive
results. An informal gauge of success is the growth of study groups
in schools where graduates work. On their own initiative, many
graduates have established discussion groups on problems or current
research.

Program Costs and Other Challenges. With only thirty stu-
dents admitted each year, the program is costly to run. However,
the department has enjoyed support from the university for this
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small-cohort approach. In 1990, the regents indicated a desire to
end the practice of using professional certification programs as cash
cows or diploma mills and moved to raise the quality and rigor of
their offerings.

A bigger challenge for the program has been the need to fight
the university culture of faculty individualization and competition.
The faculty had to overcome bureaucratic barriers to collaboration.
To obtain approval for team teaching, for example, the department
negotiated a deal with the dean that all courses would be divided
such that every professor would end up with the same workload.
Faculty in other departments sometimes view the program with
suspicion.

San Antonio: Region 20 Educational Service Center

The Region 20 Educational Service Center in San Antonio, Texas,
provides an alternative certification for principal licensure, as well
as an aspiring-leader program and a project for first-year principals.
Our review will focus on the alternative certification program.

In Texas, an organization can be a licensing agency at a tradi-
tional university or apply through a school district to be an alterna-
tive certification program. The Region 20 Service Center currently
works with fifty-one school districts in the San Antonio area to pro-
vide certification for educational administrators.

Program Structure. The program is structured in cohort groups
of twenty to twenty-two participants called a “cohort of leadership
associates,” or COLA. During the program, candidates take train-
ing classes and some take university classes at the university of their
choice, and they all participate in an extensive paid internship.
After two years, they can take the exit exam (state test), or if they
do not feel ready, they can extend one or more years in the program.
Applicants need 130 hours of pretraining up front. In the end, they
have close to four hundred hours of training over and above the
internship. If participants have not taken courses beyond their mas-
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ter’s degree, they must take at least two university courses, depend-
ing on their districts’ priorities. Despite the alternative nature of
this program, its philosophy is that good practitioners stay linked to
universities.

Pedagogy. The program uses the NASSP selecting and devel-
oping assessment as a checkpoint and five-year growth plan for the
participants. It also uses the NASSP mentor and coaching model.
Early in the process, all participants are assigned mentors from their
schools or districts or from outside their districts. Candidates spend
the duration of the program (two years) with the same mentors.
Each candidate must spend 70 percent of the day in a leadership
capacity.

For the classroom portion of the program, trainers use case stud-
ies that draw from the Quality School Leaders Strand and use
workbooks with in-basket items. They also use role playing and sim-
ulations. They do some skill building, such as learning to run effec-
tive meetings. They have to apply their training at their sites and
return with evidence of how the meeting went. Skill building is
taught in each area except law and ethics, which is taught in a more
traditional style. Participants also work on media skills by training
in front of a camera to react to different scenarios — speeches, news
conferences, interviews with aggressive reporters, and so on.

Students are encouraged to subscribe to at least one professional
journal to keep up with some of the literature and to follow educa-
tion news items, which are often incorporated into classes.

Candidates are taught to use the Web for research; they also use
the Center for Creative Leadership, as well as on-line training spon-
sored by the Colorado Education Department on conflict resolu-
tion. Candidates are encouraged to research the Web to familiarize
themselves with the views of controversial critics of education.

Curriculum. The curriculum is currently under revision. Can-
didates are required to participate in four hundred hours of nonin-
ternship training aligned to the state’s seven standards for school
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leaders, Texas’s version of the ISLLC standards. Students have to
pass a state exit exam that is aligned with the standards, which
focuses on ethics and morality, communication, management,
instructional leadership, curriculum, school improvement, and
resource development. The program administrator indicated that
of these, ethics and communication seem to be the critical knowl-
edge and skill areas. The program has a three-day module on ethi-
cal aspects of practice but tries to weave ethics throughout the
curriculum.

The primary focus of the program is the internship and its
related administrative duties. Districts choose mentors, but the pro-
gram has final approval of them.

Core and Supplementary Faculty. The Educational Service
Center conducts a variety of professional development activities for
area districts. This program has five staff members who conduct
training. In addition, national speakers are hired to make presenta-
tions, and the program gets agreement from them to allow use of
their materials for other sessions. Around one hundred people in
the area do some guest lecturing. Among the core faculty are dis-
trict mentors who are trained using the NASSP mentoring and
coaching model. They are trained on how to gather data, give feed-
back, conduct observations, and coach others.

Recruitment and Selection. The program invites applications
from people with master’s degrees in “just about anything” who are
interested in school leadership. Participants must have 130 hours
of “pretraining” up front, but they can substitute relevant experi-
ence for some of the requirements. A rigorous application process
includes an IQ-like test and a personality profile to ensure that can-
didates have at least some of the attributes of successful principals.
Applicants must also have excellent references. Applicants are
interviewed, with follow-up questions based on the application
materials and assessments. Consistent with state requirements,
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applicants must have at least a 3.0 GPA, a valid teaching certi-
fication, at least two years’ teaching experience, and some form of
leadership responsibility.

The program markets itself to superintendents and principals.
[t also runs advertisements on its Web site and in newspapers
statewide. It has a good relationship with university programs and
gets referrals from them of candidates who are not interested in the
traditional university approach.

Among the three cohorts to complete the program to date, the
first was highly experienced and all white; the second has two Afri-
can American females and two Hispanic males; the third is all
white. All participants except one have had ten to fifteen years of
experience. Students choose this program over traditional ones
because of the significant quality of the training they get. Graduates
are typically hired as principals by their placement district.

Relation to State Policies. State policy allows for alternative
certification programs approved by local districts. It also requires
participants to pass an ISLLC-based assessment for licensure. Con-
tinued state approval for the program requires that 90 percent of
participants pass the assessment.

Program Effects. Only one cohort has completed the program
to date; 100 percent of its participants passed the state licensure
assessment. Program officials frequently survey participants and dis-
tricts regarding program features; these are formative rather than
summary evaluations and are used to modify the program.

Program Costs and Other Challenges. The program charges
$400 per course, comparable in cost to university-based programs in
the area. Participating districts hire interns at a relatively low wage;
they also agree to allow participants off campus for five days during
the year for training in addition to the evening sessions. The men-
tors receive a $500 stipend from the district; some districts provide



298 THE PrincipaL CHALLENGE

compensatory time off. Districts also have the incentive of having
an intern on the job who is paid at a lower rate than the assistant
principal.

Conclusions

Our analysis of the role of the principal, the knowledge and skill it
demands, and this set of promising principal training programs
together suggest a number of characteristics that may be useful in
developing and improving administrator preparation programs.
These characteristics differ from the norm of typical preparation
programs. In many cases, evaluation data or anecdotal evidence
from program administrators suggest that these characteristics have
contributed to program quality. It is worth reiterating that these
programs tend to be more demanding of participants than tradi-
tional ones, yet the programs are all in demand because of their rep-
utation for producing highly qualified, competent administrators
and for placing their graduates in administrative positions.

The programs differ from traditional programs in selection and
screening as well as in structure and content. Administrators who had
data on placement rates prior to the development and implemen-
tation of their model programs report that placement rates for par-
ticipants are much higher in the model program than in traditional
ones. They attribute these higher rates to enhanced preparation of
candidates, which leads graduates to be more open to and interested
in taking on challenging principalships. It also makes these candi-
dates more attractive, so that those that seek placement actually
land the job. The higher placement rates are important because
model programs are typically smaller than their traditional prede-
cessors. Although the number of graduates is lower, their rate of
placement into actual administrative positions is high.

Important features of these programs include coherence, cur-
riculum focus, sequencing of courses, structured scheduling, collab-
oration with districts, screening and selection, and membership.
Each of these will be discussed in turn.
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Unlike the prototypical administrator preparation program,
each of these programs was characterized by significant coherence in
curriculum, pedagogy, structure, and staffing. Significant collabora-
tion was involved in development of the program vision, and each
element of the program was carefully designed to reflect program
goals rather than happenstance or convenience. In several of the
programs, the experiential component was viewed as the core, with
classroom-delivered curriculum content designed to support and
make meaning of the experiential component. The internships
themselves tended to be much longer than in a typical program
(usually six hundred hours or more over at least one year), and they
were structured to take advantage of cyclical variations in the prin-
cipal’s role. Thus school-based budgeting would be taught to coin-
cide with the budget cycle at the school site.

Program structures were designed to support the core vision and oper-
ational goals of the program. The programs were virtually all cohort-
based, with typical cohorts of about twenty to twenty-five students.
Evaluation, feedback, and purposive program design provided
cohorts with an opportunity to engage in more meaningful conver-
sations about administrative practice. The programs provided a
forum for making explicit the values and decision-making processes
underlying principal leadership and the management decisions
observed or experienced in the internship. The cohort structure
also provided a significant support system and professional network
for graduates in the early stages of their administrative careers.

Schedules were designed around students’ working lives, but sev-
eral programs required that students obtain significant release time
from their districts to participate. Others designed program struc-
tures to minimize the inconvenience to students while remaining
true to the overall objectives of the program.

Program staffing was purposive. Many programs were team-
taught, and all had significant faculty discussions about the curric-
ulum, with careful assignment of academic faculty and practitioners
as demanded by the subject under study. The programs also typi-
cally found ways to work around traditional semester-length course
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structures, which were viewed as inappropriate for classroom con-
tent designed to meet student learning needs and the ebb and flow
of administrative cycles. Since primary learning occurred in the
field and classroom work was designed to support that, traditional
semester-length classes did not fit well with the pedagogical
approach.

Each of these programs had a clear, well-defined curriculum focus.
Each program had a hallmark, a big idea that drove the curriculum
design of the program —for example, moral leadership and organi-
zational change at the University of Washington, research-based
practice at Wichita State, ethics and communication at San Anto-
nio, instructional leadership and transformational leadership at
CSU-Fresno, and standards-based reform in Kentucky and
Louisville.

In many of these programs, the curriculum was sequenced and
mapped against the annual cycle of regular work responsibilities and
the random, nonroutine responsibilities of the principal or else
against a vision of the knowledge, skills, and abilities needed to be
an effective school leader. The curriculum sequence varied among
the programs; perhaps the most sophisticated sequencing strategy
occurred at CSU-Fresno, where students were expected to become
instructional leaders first and then transformational leaders.
Coursework and state licensing requirements were aligned to serve
those sequential purposes.

As with traditional programs, class meetings were arranged
around work schedules, although in some cases students were
required to obtain leave or to quit their jobs in order to participate.
As mentioned earlier, program structure was typically driven by
content rather than by university bureaucracy or tradition.

All of these programs were characterized by significant collabo-
ration among the faculty and between the university and the prac-
titioner community in the region. Some programs described
overcoming the university culture of autonomy as one of the pri-
mary challenges of implementing the program effectively.
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Another key feature of these programs was the degree to which
applicants were screened and selected. In some cases, district leaders
had to identify participants in order for them to apply. The Univer-
sity of Washington is an interesting example, using both academic
and leadership potential as criteria for admission. Applicants must
submit recommendations from their principals, another teacher,
and a teacher that the principal selects. They are also interviewed
and screened for their potential as moral leaders.

Together, these features affect the quality of the candidate, the
quality of the experience, the focus of the program, the reputation
and links to current practitioner communities and problems, and
ultimately the quality of program graduates. Many of the program
structures require more effort than a traditional program, potentially
reduced revenues, and more time in planning and collaboration.
Most of the model programs receive significant support from uni-
versities more interested in enhancing the quality of their offerings
than in generating additional revenue.

Another important characteristic of the programs we have stud-
ied here relates to the challenges of development, planning, and
implementation. Unlike traditional programs, each of these was
developed through strong collaboration with local districts. In
Louisville, Washington, and San Antonio, districts applied pres-
sure on program administrators to develop the program to better
meet their needs. The Jefferson County school district plays such
an active role in the program that its officials actually screen and
select applicants from their district from among those who apply to
the program. They also provide considerable in-kind support for
maintenance and program operations. Other catalysts for program
development include external support, such as the Danforth Foun-
dation grants (in Washington, CSU-Fresno, and ETSU), and pro-
gram champions who encourage and lead the change effort. Among
the examples here are East Tennessee, which has on its faculty
the former director of the Danforth program, and CSU-Fresno,
whose program director was formerly affiliated with the NAESP. In
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addition, extensive preplanning and discussion went into the
design of these new programs. Finally, it appears that further dis-
cussions and continued planning and redesign occurred during
implementation.

This examination of several model programs suggests important
directions that could be followed to enhance the quality of admin-
istrative preparation across the country. One feature that may be
difficult to replicate is the time and effort expended by the faculties
and practitioner communities to discuss, plan, and agree on a direc-
tion for the programs. It was also necessary to make meaningful
changes in program structure and content that required significant
increases in faculty workload. Finally, it took the collaborative
involvement of local districts with university faculties to make the
programs successful. Nonetheless, these programs demonstrate that
changes can occur that significantly redefine what preparation pro-
grams can accomplish.
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Appendix A
State Principal Licensure Policies, 2000

California

Preliminary Credential: Valid educator credential; three years of
experience; fifth year of study (post-baccalaureate); approved pro-
fessional preparation program in educational administration;
recommendation by an approved college; special education (main-
streaming); and CBEST. Nonrenewable. (Candidates prepared out-
side of California eligible by verifying completion of a master’s
degree in educational administration, eligibility for the equivalent
credential in originating state, three years experience, CBEST, and
the valid prerequisite credential).

Professional Clear Credential: Preliminary administrative services
credential, two years of successful full-time experience in a position
while holding the preliminary credential; and a Commission-
approved program of advanced study and field experience. Valid
five years, renewable with 150 clock hours of professional growth
activities and one-half year of appropriate experience.

Connecticut

Initial Educator: Master’s degree from an approved institution; com-
pletion of 18 semester hours of graduate credit in addition to mas-
ter’s degree; completion of 50 school months of successful teaching
service in public or approved nonpublic schools, in positions requir-
ing a Connecticut public school certification, or in a state educa-
tion agency as a professional or managerial staff member (portions
may be waved for applicants who have completed a one-year
internship as part of an administrator preparation program); rec-
ommendation by an approved administrator preparation program
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that indicates applicant is personally and professionally qualified to
serve as a public school administrator, and has completed an
approved program, with not less than 15 graduate credits taken at
the recommending institution. Has completed graduate study in
each of the following areas: psychology and pedagogical founda-
tions of learning; curriculum development and program monitor-
ing; school administration, personnel evaluation and supervision,
and contemporary educational problems and solutions from a pol-
icy-making perspective; and has completed a course of study in spe-
cial education (comprised of not fewer than 36 clock hours). Valid
three years.

Prowisional Educator: Successful completion of Initial Educator
Requirements, plus successful completion of beginning educator
support and training, 10 months of successful service under the ini-
tial educator certificate, or 30 school months of successful service as
an educational administrator within the 10 years prior to applica-
tion; served a Board of Education in Connecticut successfully under
a provisional certificate for the school year immediately preceding
application. Valid eight years.

Professional Educator: Successful completion of 30 school months
under the provisional educator certificate; and not less than 30
semester hours of graduate credit at an approved institution or insti-
tutions in addition to the master’s degree. Valid five years, renew-
able with 90 contact hours of continuing education activities or six
graduate credits.

Illinois

Master’s degree from a recognized institution; approved program, or
comparable certificate from another state, and 25-27 graduate
semester hours in instructional leadership management, program
development and operation, and policy; and two years of full-time
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teaching or school service personnel experience. The Illinois
Certification Tests must be passed. Valid five years, renewable.

Kansas

Graduate degree and a state-approved building level administrator
program; three years of accredited experience in the school setting
at the level of the building administrator endorsement; and recom-
mendation from an accredited teacher education institution.
Renewable with six hours of recent credit, or comparable in-service
points.

Kentucky

Three years of full-time classroom teaching experience; master’s
degree; approved Level I curriculum for school administration
and instructional leadership; passing scores on the School Lead-
ers Licensure Assessment (SLLA) and the Kentucky Specialty Test
of Instructional and Administrative Practices. Upon confirmation
of employment, an internship certificate issued for the first year of
employment. Upon successful completion of the internship, the
certificate is extended for four years.

First renewal requires approved Level II curriculum. Successive
renewals: two years of experience as a school principal, or three
semester hours additional graduate credit, or 42 hours of approved
training.

Tennessee

Master’s degree in Educational Administration from an accredited
college or university in a member state; PRAXIS (Principles of
Learning and Teaching and the Specialty Area Test in Educational
Leadership: Administration & Supervision, with a minimum score
of 530 points.
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Texas

Master’s degree, two years of teaching experience; complete required
assessments; and complete the required program and induction
period.

Washington

Initial Certificate: Current teaching certificate from any state; mas-
ter’s degree through a regionally accredited institution; complete a
state-approved program of the principalship; and 540 days of full-
time classroom teaching. Valid seven years.

Continuing Certificate: Must have completed all the requirements
for the initial certificate; 15 quarters or 10 semester hours through
an approved college /university or 150 approved clock hours based
on specified performance domains. Verification of 540 days (three
contracted years) of full-time experience as a principal, vice princi-
pal, or assistant principal; a course or coursework in issues of abuse,
including the identification of physical, emotional, sexual, and sub-
stance abuse, its effects, legal requirements, and methods of teach-
ing abuse prevention. Valid five years; renewable with completion
of 150 hours of continuing education every five years.

Source: National Association of State Directors of Teacher Education and Certification,
2000.
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Appendix B
Data Collection, Methodology, and Sources

We collected information from a variety of sources in order to gain
a broad picture of issues related to the preparation and professional
development of principals. These sources included research and
interviews with key individuals and association members and with
leaders of the preparation and in-service programs.

Initially, with the assistance of Hanna Alix Gallagher and Steve
Kimball, we conducted a selective review of literature on leader-
ship, principals’ work, characteristics of preparation programs, and
other topics related to preparation and in-service training. We
looked for research-based knowledge as well as conceptualizations
of the role and examples of best practices.

Next, we conducted structured interviews with a selected group
of people who were involved in the training and preparation of
principals, who had helped develop new certification standards, or
who had been critics of such programs. Additional interviews were
conducted with officials of the U.S. principals’ associations to learn
their concerns and initiatives in this area.

We then collected information on existing credentialing poli-
cies, as well as data on a variety of new standards for preparation.
These policies and standards were compared to the knowledge
base on the nature of principals’ work and the needs of first-year
principals.

We then developed a formal interview protocol to collect data
on preparation programs. This provided the tool for gathering
data on preparation programs.

We used a “snowball” sampling technique to find programs
that were identified as particularly effective or innovative. We were
able to identify several programs that were using a variety of differ-
ent standards or approaches to preparation and that one or more
informants viewed as successful.

The team conducted interviews with a select group of program
leaders from every region in the country, spotlighting programs that
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approached preparation in nontraditional ways. The interviews
lasted from one hour to several hours. Interview data were collected
and organized around our core rubrics for describing and comparing
programs. In addition, written materials, curricula, and schedules
were requested from the programs. These materials were reviewed
with attention to the core issues under investigation. Case descrip-
tions were prepared and sent to respondents for a member check of
accuracy of the information.



Chapter Nine

Principal In-Service Programs

A Portrait of Diversity and Promise

Kent D. Peterson, Carolyn Kelley

Educational leaders, like leaders in business and industry, have
opportunities to develop new or enhance and deepen existing lead-
ership skills and knowledge through professional development and
training. In addition, numerous programs are available that are
intended to extend the capabilities of leaders in a variety of ways,
including: reinforcing values and vision, gaining new knowledge in
a technical area, building networks of colleagues within an organi-
zation or field, or providing opportunities for personal growth and
reflection (see Conger and Benjamin, 1999, for some corporate
examples).

In education, as in corporate leadership training, organizations
and individuals face a wide array of offerings: from one-shot work-
shops or conferences in beautiful (or warm) locations to multiweek
institutes held on university campuses and from intense, curricu-
lum-focused technical programs to broadly conceived personal
growth experiences. These offerings also vary considerably in their
focus and purpose, curriculum content, coherence, sequencing of
skills and knowledge, use of time, and collaboration with the
administrator’s district. Most often these programs are not described
in any detail, nor are they systematically evaluated (Peterson and

Wills, 1989).
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Professional development for principals, once called “edu-
cation’s disaster area” (Wagstaff and Collough, 1973), has seen
considerable improvement recently. New programs, more careful
design of training, a more focused set of purposes, and better peda-
gogy have all ameliorated some of the worst problems. But much
still needs to be done to develop coherent, sequential, and peda-
gogically effective programs for principals at different stages in their
careers. In this chapter, we look at a number of examples of in-ser-
vice programs for principals, seeking programmatic elements that
might improve the skills and knowledge of incumbent principals.

In our examination, we provide as in-depth a picture as pos-
sible, given the lack of written materials describing purpose, con-
tent, and structure. In some cases, the nature of the programs may
change from year to year depending on the popularity of particular
topics and the availability of speakers. In other cases, such as the
California School Leadership Academy (CSLA), curricula and pro-
grams are continually refined to reflect new knowledge and needs
of principals. In the following descriptions, one sees an incredible
range of program quality, coherence, and structure. Within these
descriptions, though, programs may be found that possess many use-
ful and well-designed elements and that can help principals
improve their leadership. They are promising examples of profes-
sional development models.

Sources of Professional Development for Principals

Numerous groups, associations, and organizations provide profes-
sional development for principals:

¢ National and regional professional associations such as the
National Association of Secondary School Principals
(NASSP), the Association for Supervision and Curriculum
Development (ASCD), and the National Staff Development
Council (NSDC) hold yearly conferences, with preconference
workshops, keynote speakers, short workshops, and time to



PrincipaL IN-SErvVICE PROGRAMS 315

network. State associations also typically hold yearly confer-
ences and quarterly workshops on specific topics.

Universities such as Harvard’s Principals Center offer two-
week intensive programs with a specific focus and time to
learn and reflect with colleagues.

Reform programs such as Accelerated Schools require several
days of focused training on leading and implementing their
particular reform models.

Private, not-for-profit organizations develop programs.

State departments of instruction develop workshops and
sometimes longer training efforts focused on particular state
needs or more general leadership skills.

Intermediate districts and county offices of education offer
programs for local administrators.

Districts often offer workshops and in-service programs for
principals and will occasionally develop longer, more inten-
sive academies and self-development programs, such as the
Principal In-Service Program in Madison, Wisconsin, or the
Principals’ Academy in Detroit.

In the past decade, several major programs have been devel-
oped in cooperative arrangements with some combination
of districts, state education agencies, administrators’ associa-
tions, and foundations. These include the California School
Leadership Academy, the Gheens Academy, and the Mayer-
son Academy.

Federal regional laboratories such as the North Central
Regional Educational Laboratory (NCREL) frequently design
institutes or offer workshops related to their missions.

For-profit companies and independent consultants design
and offer training for school principals, sometimes with open
enrollment and offered nationally or specially designed for
districts.
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Program Variety

These programs vary considerably, in the following ways:

Focus and purpose: Most seem to focus on particular administra-
tive skills or knowledge needed for new initiatives, though others
try to provide information and opportunity for reflection on new
educational trends, the deeper purposes of education and learning,
or personal renewal. Occasionally, programs have not decided what
their focus will be and instead offer whatever presenter is available.

Curriculum coherence: Some simply hire popular speakers for
a conference-type format; others have integrated sets of topics
based on a defined and sequential curriculum with well-defined
objectives.

Instructional strategies: Some are mostly lecture courses; others
use a wide variety of strategies, depending on the nature of the
material taught and learners’ needs. These include experiential
learning, moderate use of technology, group interaction and discus-
sion, case study, and action research.

Length and time structure: The most common are one-shot work-
shops or conferences, though others have long and multiple-session
programs. A number have a carefully designed set of long and short
sessions over several years to build knowledge and skills.

Connection to state educational initiatives and policies: Some pro-
fessional development offerings are the result of state legislative ini-
tiatives (such as the California, Kentucky, and North Carolina
programs). Others are linked to state policies in that they provide
topical coverage of information and strategies to manage schools
effectively in specific state policy contexts.

Links to district values and specific educational initiatives: District-
sponsored programs often include the transmission of district val-
ues and mission and provide principals with training to support
implementation of district policy initiatives.

Such a large, diverse, and fragmented array produces significant
problems for the development of coherent, ongoing, integrated,
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sequential, and cumulatively effective professional development.
Many items on this menu are topical, one-shot approaches that are
packaged nicely but are unlikely to provide the support needed to
develop excellent school leaders. The selection is like a smorgas-
bord in that it provides a great and attractive variety without much
potential for satisfaction or the nutrition necessary for long-term
health.

Despite the variety in focus and format, few of these programs
use newer information technologies or offer radically different
formats, approaches, or materials. Most use short-term seminar
approaches. Better models may link a series of seminars together
sequentially to weave information exchange with opportunities
for principals to build their knowledge or practice skills over time.
A few of these programs provide individual support or coaching
to help principals implement new skills and strategies at the
school site.

Aside from the few good examples, even those that are not
“model” offerings may suggest lessons that could enhance profes-
sional development opportunities for principals.

Potential Purposes of Professional
Development for Principals

Professional development programs serve a variety of potential pur-
poses. When examining particular models, it is useful to consider
what purposes these programs could serve (Conger and Benjamin,

1999; Peterson and Wills, 1989). These include the following:

¢ Developing organization-specific knowledge and skills that
would not necessarily be a part of the general knowledge base,
such as district culture, norms, and management or instruc-
tional strategies

¢ Maintaining currency for knowledge and skills that are rapidly
changing, such as information on new research findings, and
upgrading technological skills and competencies
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¢ Providing an opportunity for personal reflection, renewal, and
strategic redirection for individuals whose jobs typically allow
little time for such reflection

Like many occupations, the principalship requires on-the-job
experience to provide the knowledge needed to develop expertise.
[t also requires significant investment in knowledge and skill devel-
opment to become proficient, more than could be expected preser-
vice (particularly given compensation levels and job demands).
Professional in-service development can fill these needs.

Many in-service programs have consisted of a succession of
interesting or popular speakers brought in to attract attendees. A
different approach might be more focused on skills and knowledge
needed for a particular career stage or context.

Career Stages

Although little systematic research has been done on the career
stages of principals (except perhaps on the needs of first-year prin-
cipals), few observers doubt that changes occur in the knowledge,
skills, and values required over the course of the principal’s career.
As many of our examples in this chapter suggest, the first year is
unique. But principals in the middle of their careers, perhaps in
years three to five, probably have different needs than principals in
later years. For success, senior principals in the last years should also
not be ignored; it is important to make that period energized and
focused rather than a slide into on-the-job retirement.

In the middle and later stages of the career, it should be impor-
tant to develop skills as expert leaders, managers, and problem
solvers. Refining the skills of the neophyte could both enhance the
core skills and abilities of principals as they move through their
careers and be a strong anchor for the district, as these administra-
tors would then feel appreciated, supported, and valued. However,
as with other professions where new research and ideas are emerg-
ing, principals will need to gain understanding around new curric-
ular content, innovative instructional approaches, current thinking
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about time and class size, and new strategies for assessing students,
planning, and school improvement.

Context Considerations

One of the most striking features of the training of leaders in busi-
ness is the careful and systematic attention given to the context of
the company (Conger and Benjamin, 1999). In companies with the
most promising training programs for leaders, significant elements
of business training focus on developing shared corporate values,
deep knowledge of the industry and its technology, understanding
what outcomes are valued and assessed, deep ties and relationships
among company members and its leaders, and knowledge of the
corporate culture (Conger and Benjamin, 1999).

Similarly, professional development for principals should in part
attend to the context of the district, state, and region. In large or
highly diverse districts, training could focus on the needs of the
communities served by the school.

What contextual issues might be important? Training in dis-
tricts, like training in corporations, should probably attend to the
nature of district values, the underlying belief of what learning is
(what an educated student is), knowledge of the particular district
and its history, knowledge of the approaches to curriculum and
instruction considered most useful, the history of district-union
relations, specific managerial systems, and a deepened understand-
ing of the district culture. Finally, these programs could cement
stronger, more open professional relationships among principals,
which could enhance the sharing of craft knowledge, ideas for lead-
ing and managing schools, and the social support needed during the
regular challenges of leading schools.

A Short History of Principal Academies

Although principal professional development has existed for dec-
ades, it became a broader national movement only in the early
1980s. At that time, both principals’ academies and principals’
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centers started to be widely available to administrators. Academies
provided long-term professional development programs over sev-
eral weeks, usually in the summer. Principals’ centers became places
offering both long-term and short-term opportunities to learn, net-
work, and grow (Peterson, 1995).

Two of the earliest programs, started in 1981, were the Harvard
Principals’ Center and the Vanderbilt Principals’ Institute. These
spawned a number of other programs and still serve principals each
summer.

A second major movement developed through the leadership
of the Harvard Principals’ Center, Roland Barth, and hundreds of
committed administrators around the country. Meeting yearly in
what were called “conversations” (as opposed to the less interactive
“conferences”), educators gathered who were interested in devel-
oping centers where principals could meet with researchers and
practitioners, reflect on practice, and connect with other school
leaders. At these meetings, educators talked about how to design,
implement, and support centers for school leaders. Many programs
resulted nationwide.

Sometimes these were free-standing programs to increase the
leadership skills and knowledge of principals. Most notable is the
California School Leadership Academy (CSLA). This state-sup-
ported program, begun over a decade ago, offers a wide variety of
professional development programs for principals, school teams,
superintendents, and prospective administrators. Having served
thousands of educators, it is one of the most comprehensive and
successful of these programs.

Other programs of this sort are found in universities, including
Harvard and Vanderbilt. The Bush Program at the University of
Minnesota was offered initially to superintendents and then
extended to principals. It uses a process approach and teams of prin-
cipals to develop skills in leadership and management.

Other reform programs and organizations have used added pro-
fessional development work for principals as part of their imple-
mentation (Peterson, 1995). Several of these earlier programs, such
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as the Coalition for Essential Schools, offer training often focused
more on broad principles than on specific skills or strategies for
implementing change.

More recently, some of the more systematic and strategic train-
ing programs are focusing on implementing standards-based edu-
cation or specific curricula. These often provide training for the
whole school in skills and strategies necessary for a coordinated
approach.

The ATLAS Communities Project is a collaboration of the Coali-
tion for Essential Schools with the Comer Project (School Devel-
opment Program), Harvard Project Zero, and the Education
Development Center and also offers training for district and com-
munity teams. This effort brings together teachers, students, prin-
cipals, parents, central office administrators, board members, and
community members for an annual winter institute to examine crit-
ical issues related to more systematic approaches to reform through
collaboration. The program training is in the early stages of devel-
opment, but it demonstrates an approach to broad-based team
training.

The Codlition for Essential Schools (CES) has for many years sup-
ported professional leadership needs for a small select group of prin-
cipals, identified as “Thomson Fellows,” through a multiweek
program of reflection, sharing, learning, and networking. It is now
starting principal seminars.

The Comer Project (School Development Program) also pro-
vides training for principals whose schools are involved in the pro-
gram. The program helps principals understand the structure of the
model and develop skills in working with families and staff.

The Accelerated Schools model, for principals of settings using
that model, not only operates at the site level but also offers an
intensive multiday program for technical assistance people who will
be working directly with schools.

Success for All provides training to staff and principals on the
program and the strategies needed to implement it. While some
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training is provided for principals, most is focused on implementa-
tion strategies rather than on broader leadership skills.

The Modern Red Schoolhouse (MRS) uses a leadership assess-
ment instrument that delineates areas of strength and weakness and
then offers coaching.

Other programs also provide focused, systematic training to
build the skills and knowledge in implementing program structures
and reaching learning goals.

The LEAD Academies

The federal government became interested in leadership develop-
ment in the early 1990s and provided funding for each state to
develop a leadership academy or program through LEAD grants
(Peterson and Wills, 1989). Every state became involved, designing
a wide variety of activities, from traditional drive-in workshops to
longer principal academies. A few of these remained after funding
ended and continue to provide service to school leaders.

Similarly, the secretary of education’s Fund for Innovation in
Education provided special competitive grants in the early 1990s to
establish a small number of innovative leadership programs in an
effort to develop new models. These were held in Maine, Delaware,
Alaska, and Illinois, and a few continue in one form or another.
These programs tried out new techniques, such as outdoors experi-
ences (ropes courses or Outward Bound), problem-based learning
(PBL), technology-enhanced learning, and a variety of time for-
mats. Some states continue to support principal academies, but the
number and breadth of the programs have decreased over the past
five years.

Foundation-Supported Academies

Another model for professional development has germinated
through foundation support: the free-standing professional devel-
opment academy. The first was the Gheens Academy in Louisville,
Kentucky, in the Jefferson County schools. Funded through a com-
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bination of foundation and public monies and under the early lead-
ership of Dr. Phillip Schlechty, the school district encouraged and
supported the development of the Gheens Academy. It provides a
wide variety of services and programs, from individual workshops
and seminars to consultation and support for school reform.

This model appears to have been the impetus for a similar
Cincinnati venture, the Mayerson Academy. In this case, corporate
and civic leaders saw a significant need for quality professional
development for the Cincinnati public schools. The Mayerson
Academy began with a combination of public and private funds
from foundations, businesses, and the school district. The result was
enough money to renovate an existing building with the most cur-
rent training equipment and meeting rooms. The Mayerson Acad-
emy offers both public and private school educators a plethora of
programs, with a major strand focused on leadership development.

A Portrait of Selected Programs

A number of professional development programs for school leaders
have been initiated to support school improvement. A few —Ilike
the Harvard Principals’ Center, the Vanderbilt Principals’ Institute,
and the California School Leadership Academy-—have been in
operation for a decade or more. We shall outline some core features
of some of these programs and what has been learned about suc-
cessful leadership development (Peterson, 1995).

Mayerson Academy, Cincinnati, Ohio

The Mayerson Academy is a professional development academy
that provides services to the Cincinnati public schools. The acad-
emy was developed as a joint venture between the school district
and local business leaders interested in improving the quality of
public schools. The district contracts with the academy to provide
professional development. Most programs are geared toward pro-
fessional development of teachers, but the academy also provides
leadership training in four areas.



324 TuEe PrincipaL CHALLENGE

1. The Aspiring Principals program. This is strongly encouraged
for all aspiring principals in Cincinnati. It targets those who have
or are about to get principal licensure, providing twenty contact
hours of training, and is focused on instilling the vision and culture
of the Cincinnati public schools (CPS), and its expectations for
CPS principals. Thus the curriculum focuses on

The role and responsibilities of the principalship. This begins
with a speech by the superintendent on the CPS district
vision.

The culture of the CPS school system. CPS employees pro-
vide information about the size, type, organization, and
diversity of the school district.

The principal’s role in communicating with constituents (par-
ents, staff, and students).

2. A monthly training program for all CPS principals. The district
contracts with the academy to give each principal five hours
of training each for eight months, on topics identified by the dis-
trict. The principals receive training in four groups, with separate
instruction for high school principals, middle school principals, and
two sections of elementary school principals. Recent topics have
included brain research and instructional coaching models. Atten-
dance is not mandatory, and the training is conducted in a tradi-
tional workshop format (for example, it has no assigned readings
and consists of a self-contained session).

3. Focus groups for beginning principals. Once a month, begin-
ning principals are invited to participate in a group discussion on
survival for first-year principals. Mayerson staff follow up with site
visits to the new principals’ schools if needed. New principals are
not required to attend, but all of them do.

4. Distance learning. The president of Mayerson has developed
a distance learning component with Mayerson’s blessing, but it is in
fact part of a separate entity, the Instructional Leaders Institute.
CPS principals often take part in the distance classes on site at
Mayerson. The program, Requisites of a Leader, is televised nation-
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wide via satellite to seven to eight hundred schools in thirty dis-
tricts, including rural and urban schools. It focuses on five requisites:
vision and direction, accountability, selection and development of
personnel, instructional leadership, and building trust. It includes
interaction with presenters and trained facilitators who help imple-
ment content in the school settings. This appears to be an interest-
ing, evolving model for using new technologies for training.

Six Mayerson trainers staff the programs, and national experts
are brought in to contribute to specific content areas. Private
donors provided the initial development and start-up funds; the
Cincinnati school district pays the operating costs.

North Carolina Principals’ Executive Program

The North Carolina Principals’ Executive Program (PEP) was
established in 1984 as an intense residential program to improve
the leadership and management of school leaders. It was initially
highly academic with a liberal arts bent—a one-size-fits-all
approach to making leaders more insightful and worldly. The pro-
gram has evolved to have a mixture of rigor and relevance, with tai-
lored programs to meet the different needs of leaders at different
stages of their careers.

PEP provides twenty programs that vary in length and focus
over an eight-month period. The longest are the twenty-day resi-
dential programs. Separate programs are offered for administrators
at various career stages and with various foci (for example, central
office leadership, higher school performance, assistant principals, or
principals with five or more years of experience; see http://www.
ga.unc.edu /pep/programs for more information). In cohorts of
twenty to twenty-five, practicing principals attend Tuesday to
Thursday, once a month. Between sessions, participants read
assigned books and reflect on their practice.

The residential programs are conducted in a thematic fashion.
They may have discussions, readings, and assignments focused
on resource reallocation, for example. In one session, twenty-six



326 THE PrincipaL CHALLENGE

principals attended from low-performing schools (identified by the
state accountability system). They held workshops and discussions
intended to improve their schools’ performance, and twenty of the
twenty-six schools showed improvement afterward.

During the sessions, students are given several leadership-style
assessments to gauge their strengths. Instructors also request infor-
mation from the participants’ faculty and supervisors. Participants
are graded on work products, such as homework and project tasks.
For example, they may be asked to videotape themselves work-
ing in a formal setting. Professors of communication review the
videotapes and talk with the principals about their communication
styles and needs. Other faculty are contracted to assess the writ-
ing styles and skills of the administrators.

In addition to the curricular emphases, the programs provide
significant opportunities for networking; many programs hold week-
end reunions for revitalization and renewal. Some traditional full-
time faculty staff the programs along with superintendents and
principals. All faculty typically hold doctoral degrees and have a
strong North Carolina network and level of success that resonate
with their peers. Each group in the residential program has a class
president. The programs hold formal graduation ceremonies, pre-
senting participants with awards for high academic averages and
framed certificates. Superintendents and family members are
invited to the ceremony, which features a keynote address that is
typically by a noted politician.

PEP also offers two-day workshops and one-day seminars or
symposia. The seminars, symposia, and workshops are contempo-
rary and have a special focus on current issues (for example, tech-
nology and the future).

Participants self-select and must submit an application
approved by their superintendents. If they are accepted to the resi-
dential program, all expenses are paid by the state. State appropri-
ations for 1999—-2000 were $1.7 million. Costs are approximately
$3,000 to $4,000 per participant.

The program receives excellent evaluations from participants
and districts. Administrators expressed concern that the principals
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most in need of training are often the least likely to attend. These
principals don't recognize the need, or else their superintendents are
not interested in letting them go for fear of problems at their
schools in their absence.

Gheens Academy, Louisville, Kentucky

The Gheens Academy was established in the 1980s as a partnership
between the Gheens Foundation and the Jefferson County Public
School District to ensure a more qualified workforce for Louisville
schools. The Gheens Foundation donated over $4 million to
develop the teacher center for adult learning, and the Gheens
Academy has since been viewed as a national model for profes-
sional development. While most of the Academy’s work focuses on
professional development for teachers, a small part of its programs
also provide training for principals.

A coordinator chosen from among current principals in the Jef-
ferson County public schools ( JCPS) coordinates the principals’
program. The Gheens Leadership Development Center provides
workshops, training to meet district or state requirements (most
recently, evaluation training for new principals), mentoring for new
principals, and individual assistance for experienced principals. The
programs focus on current education issues (such as standards-based
reform and its implications for curriculum and leadership of
schools); the leadership curriculum is centered in instructional lead-
ership and management (time management, parent involvement,
and community and business partnerships). Specific topics are
based on needs identified by principals and the district.

Groups of participants stay together for the duration of a
“strand” of typically three to six weeks. An aspiring-administrator
strand lasts six to eight weeks. Classes meet regularly during that
time. Information is presented through book study, case study, and
group projects (not lectures). The program is in the process of
incorporating more technology into curriculum delivery, including
a virtual classroom with electronic links to resources and between
administrators in the district.
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Gheens'’s work with principals is also coordinated with state
training programs for new principals and the Kentucky Leadership
Academy (KLA; see “Kentucky Principal Internship Program” later
in this chapter). JCPS has also contracted with the KLA to provide
training for thirty-five additional JCPS principals every two years
for a two-year program paid for by the district.

Chicago Principals and Administrators
Association Professional Development Programs

for the Chicago Public Schools

The Chicago Public Schools (CPS) and the Chicago Principals and
Administrators Association (CPAA) have jointly designed four
leadership development programs. The CPAA offers four primary
programs: LAUNCH for aspiring principals, LIFT for first-year
principals, the Illinois Administrators’ Academy for principals, and
the Chicago Academy for School Leaders for principals and other
administrators.

LAUNCH. LAUNCH is a 280-hour-plus apprenticeship pro-
gram for aspiring principals. Candidates are screened in a rigorous
application process that includes a written application, an inter-
view, an assessment center experience, and recommendations. The
program is in its second year. It is designed to prepare aspiring prin-
cipals who already hold their preliminary license for the CPS con-
text. The program has three main components:

e A five-week summer academy is conducted on the Northwest-
ern University campus, cosponsored by the schools of business
and education. The first and last weeks of the program are
intensive residential programs.

e Participants attend a fall-semester paid apprenticeship, after
which they return to their normal jobs unless they are hired
into administrative positions. Aspiring principals are matched
with schools and mentors screened for the program. The
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group meets throughout the apprenticeship with mentors and
the whole group of LAUNCH participants.

e Once selected for an administrative position, the principal
participants join an urban network that provides continuing
support. So far, sixty-seven principals have gone through this
program (thirty-seven the first year and thirty the second
year), and forty-eight have been hired (sixteen as principals
and thirty-two in other administrative positions).

LIFT. LIFT, currently in its fifth year, is designed for beginning
principals who have not participated in LAUNCH. It is a voluntary
program that supports new principals (currently, 88 percent of first-
year principals in Chicago participate). The program includes
monthly meetings (a full day or an evening with a following day)
held during the school day and a coach assigned to each participant.
Coaches are geographically paired with participants, and each
coach mentors two participants, coaching two hours per week in
addition to the monthly meetings.

The LIFT program is grounded in the school year cycle and pro-
vides nuts-and-bolts information on how to run a school.

The Illinois Administrators’ Academy. The Illinois Adminis-
trators’ Academy provides internship experience and training
required by the new state law over and above the initial license.
The training includes seven two-day workshops organized around
the seven CPS standards (school leadership, parent and community
involvement, student-centered learning, professional development
and human resource management, instructional leadership, school
management and operation, and interpersonal effectiveness) and a
teacher evaluation course required by the state. The program is
mandatory for all new administrators or can be replaced by
LAUNCH (which exceeds these basic requirements).

The Administrators’ Academy has also provided support to
schools on probation in CPS.
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Chicago Academy of School Leadership. The Chicago Acad-
emy of School Leadership (CASL) provides continuing profes-
sional development for principals and other district administrators.
The program is modeled after and adapted from the California
School Leadership Academy (see next section) and includes long-
term seminars with eleven modules of content aligned with the
CPS’s seven standards. All participants must make a two-year com-
mitment to the program, which begins with a three-day retreat fol-
lowed by sessions lasting one day a month. The program operates
on a cohort model and is marketed to all current principals. At the
end of two years, participants share their portfolios.

The seven CPS standards drive the curriculum for LAUNCH,
LIFT, and CASL. Two more —management skills and communi-
cation skills—were added after feedback from practitioners about
the key skills many principals lacked.

Program pedagogy and staffing vary by program. LAUNCH is
problem-, case-, and experience-based. It is staffed in collabora-
tion with Northwestern University. The others tend to be more
workshop-based, using external experts and former or practic-
ing administrators. CASL has a portfolio component and uses an
NCREL-developed five-day technology module.

Participants tend to have high levels of experience. Under Chi-
cago’s highly decentralized, parent-controlled school governance
system, principals are typically older and highly experienced. One
problem is that aspiring principals trained by LAUNCH may not be
selected for hiring under this decentralized system. Unlike many
school districts, Chicago principals are paid considerably more than
the median teacher salary.

Cdlifornia School Leadership Academy. The California School
Leadership Academy (CSLA) is a statewide professional develop-
ment program created in 1985. A central office and twelve regional
offices carry out program operations. Although funded by the state,
the CSLA has also provided technical assistance support for the
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development of programs in Chicago, Mississippi, Texas, Louisiana,
Colorado, and Washington.

Since 1985, the curricular focus of the program has evolved
from a foundation in the effective-schools literature to a stronger
business focus on school performance to shared leadership and more
recently back to the principal as an instructional leader in a stan-
dards-based system. The current programs have a core grounding in
curriculum and instruction as well as in moral and ethical leader-
ship qualities.

The CSLA offers three primary programs: Foundation 3.0,
School Leadership Team, and Ventures. In Foundation 3.0 (the
“3.0” derives from computer software terminology to signify a
changing knowledge and skill set), experienced, new, and aspiring
administrators and teacher leaders engage in a two- to three-year
program that involves participation in a series of ten related semi-
nars and culminates in the development of a portfolio. Participants
who complete the program are called CSLA Senior Associates.

The core curriculum includes the following seminars:

Leading Through Vision

Building a Vision of Powerful Learning
Reculturing to Create Powerful Learning
Assessment in Service of Powerful Learning

A Thinking, Meaning-Centered Curriculum in Service of
Powerful Learning

Teaching in Service of Powerful Learning

Creating a Diversity-Sensitive Environment for Powerful
Student Learning

Systems Thinking in Service of Student Learning

Building Relationships and Communication Structures in
Service of Powerful Student Learning

Shared Vision and Shared Leadership in Service of Powerful
Learning
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Several elective seminars are also available, on such topics as
safe and productive environments, professional development for
low-performing schools, school community, change efforts, curricu-
lum alignment, learning communities, and service learning. The
CSLA is continuously refining and expanding curricula to reflect
new needs. A variety of instructional approaches are used in the
seminars, with a combination of constructivist and more traditional
learning strategies. Students develop a collection of portfolio evi-
dence of their own vision, current organization and leadership, and
change activities.

The School Leadership Team Program is designed to build
capacity for communities of leaders to lead their schools to restruc-
ture in ways that will promote student learning. Together, school
leadership teams implement comprehensive restructuring and
reform strategies focused on improved student achievement. Typi-
cal teams include the principal, teachers, staff, parents, community
representatives, district office staff, and students (in grades 7-12).
The program provides ten to fifteen days of seminars, each approx-
imately six hours long, over two to three years. Team members par-
ticipate in an equal number of workdays at the school site. Seminar
sessions include topics such as the following:

Creating a vision of powerful teaching and learning

Designing a curriculum and assessment in the service of pow-
erful learning

The change process
Shared decision making
High-performance teamwork

Shaping school culture to support collaboration and continu-
ous improvement

Working through resistance
The program takes a continuous-improvement approach to the

implementation of reform models and specifically trains principals
in these skills.
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The Ventures Program is designed for experienced school lead-
ers and is focused on transformational leadership. Participants use
methods drawn from ethnographic research to study their own
school settings. Over a three-year period, participants document
the process of transformation of school culture and their own abil-
ity to act as change agents to effect significant action. The program
is designed in three phases. In phase 1, participants define their the-
ory and the “field of action” and focus of their change efforts. In
phase 2, participants begin implementing a transformation strategy
based on their analysis of multiple sets of data. In phase 3, partici-
pants present an exhibition of their achievement along with a nar-
rative analysis and data that document changes over time.

The CSLA also operates an executive leadership center that
provides professional development for superintendents. These pro-
grams help superintendents learn how to support change in a stan-
dards-based reform.

Opverall, the CSLA offers one of the most integrated and
reform-focused programs in the country. Its set of training modules,
regional structure, and attention to developing leaders who can
implement change in a standards-based setting provides a coherent
and well-developed professional development package. The pro-
gram’s ability to build a strong network and cohesive professional
culture across the state is unique among programs.

Kentucky Principal Internship Program. The Kentucky Prin-
cipal Internship Program (KPIP) was established in the late 1980s
to support struggling first-year principals. Mentors chosen from cur-
rent principals provide first-year principals with advice. Licensure
requires certification from an accredited program and then passage
of the School Leaders Licensure Assessment (SLLA, ETS’s Inter-
state Leaders Licensure Consortium—related assessment) and a
Kentucky assessment. Principals then have five years to secure a
license. Each beginning principal is assigned a three-member com-
mittee composed of a mentor, a university professor, and the super-
intendent or superintendent designate. Mentors participate in a
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state university leadership training program and must pass a test to
be certified as mentors. A second-year support network is provided
by volunteer mentors and managed by the Kentucky Department
of Education.

The state has developed a program handbook that was revised
in time for the June 2000 entering class. Principals must meet the
ISLLC standards and are evaluated by a three-member committee
based on observations and an ISLLC-aligned portfolio. Principals
must pass the evaluation to retain their jobs.

A $400,000 annual state appropriation funds the program
through payments to the university faculty for training, participa-
tion on committees, and travel related to committee work. In addi-
tion, mentors receive $1,000 for their work. No official evaluation
has been conducted, but several individual research projects have
provided satisfactory external evaluations of the program.

Principals’ Institutes and Academies

Principals’ institutes have been around for a long time. In the
1980s, they were among the first approaches to leadership develop-
ment to serve a large group of principals. Most follow a common
format, but each represents a unique approach to working with
school leaders. We shall examine two that are among the most
respected institutes in the country (Peterson, 1995).

The Harvard Principals’ Center Institutes. Initiated in 1981
under the leadership of Roland Barth, the Harvard Principals’
Academy has been in continuous operation every summer since,
providing development opportunities for hundreds of school lead-
ers. During the summer of 1995, it offered almost continuous insti-
tutes for principals and district teams, as well as many institutes on
special topics or with a particular focus.

The basic institutes, called “The Art and Craft of the Princi-
palship” and “Leadership: An Evolving Vision,” draw over 120
school leaders from around the world. During “Art and Craft of the
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Principalship,” participants examine critical issues and topics
related to leading successful schools, read extensively, meet in small
discussion groups to address topics from the larger sessions, use case
studies to generate dialogue, and engage in personal writing about
leadership and the challenges of creating effective schools for all
students. In addition, participants address issues of race and gender,
team building and staff development, managing change, and deal-
ing with the complexities of school leadership. The institute is
intensive and demanding, but participants establish powerful pro-
fessional ties with the colleagues they meet.

The second institute, “Leadership: An Evolving Vision,” is an
advanced program that addresses current issues related to transfor-
mational learning, creating a vision for one’s school, inclusive edu-
cation, and several of the key topics of the prior institute. Again,
considerable time is spent in collegial discussion and analysis, writ-
ing, and networking.

These institutes have an internal thematic structure that has
been well received by participants. The content and large-group
sessions are highly dependent on selecting quality presenters who
share the ideas and approaches of the institute. The small-group dis-
cussions, a key success of the institutes, are led by school principals
who have gone through the institute and demonstrated the ability
to lead quality “conversations.” In addition, institute staff meet sev-
eral times during the day to debrief one another about the large pre-
sentations, the flow of discussion, and the needs of participants,
fine-tuning progress and ensuring quality control.

Lasting two weeks in July, the summer “Institute for School
Leadership” is designed for leadership teams from districts. These
teams usually include principals and are from districts interested in
school reform or restructuring. The institute brings in presenters
from around the country—school leaders, consultants, and
researchers who share current thinking and ideas with district
teams. Major topics include leadership for change, systems think-
ing, diversity and community, strategic planning and resource allo-
cation, and ways to support personal growth and change. This
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institute uses case studies extensively and focuses on the multiple
district changes necessary to support reform. In addition, there are
numerous chances to meet in small groups and as district teams to
discuss, analyze, and share.

The Principals’ Center has expanded its offerings to serve many
different school leaders. During the summer and over the school
year, institutes are held for superintendents, aspiring principals,
urban educators, and other educational leaders. Various lecture
series, study groups around topics of interest to principals, and short
courses are offered throughout the school year. The center also has
a regular newsletter highlighting the writing of practitioners about
problems of practice.

The Vanderbilt International Principals’ Institute. The Van-
derbilt Institute started the same year as Harvard’s under the lead-
ership of Kent Peterson. At that time, it offered a four-week course
in instructional leadership, school improvement, and effective
schools. It too has evolved over the years and now lasts about ten
days, with a focus on instructional leadership, managing change and
improvement, developing an educational vision for the school, and
shaping the school culture. The program uses a mix of activities to
engage participants: problem-based learning (PBL), lectures, simu-
lations, writing, and the ITCOT computer simulation of decision
making. Serving a small group of leaders each summer, it continues
as an intensive, rewarding experience for principals from the
United States and abroad.

In summary, these principal academies are two of the best and
longest-running in the country. Unfortunately, quantitative evi-
dence of the impact of their programs on student learning is scant.
Nonetheless, support from participants and the reported changes in
leadership behavior suggest that they are influencing the ways prin-
cipals think and act.

Other programs also serve school leaders and might provide
some useful topics, techniques, and approaches of professional
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development. These include the Maine Academy for School Lead-
ers, the Alaska Governor’s Academy for School Leadership, the
Delaware Principals’ Academy, and various programs provided by
the Texas administrators’ associations.

Professional Development in Restructuring Projects

A number of training programs for school leaders are designed as
part of larger school reform and restructuring efforts. Several of the
major reform models have at times included leadership training in
addition to immersion in the specific program principles and values

(Peterson, 1995).

The Accelerated Schools Project

The Accelerated Schools Project includes training for principals in
addition to training trainers who will work with schools wanting to
implement the Accelerated Schools model. For principals whose
schools want to join, the project offers an initial two- to three-day
cohort program, which involves an introduction to the philosophy
and values of the program, a close examination of the challenges of
implementing the Accelerated Schools model, and work with prin-
cipals in the program who are at various stages of implementing the
model. Careful attention is paid not only to examining the changes
needed in governance and decision making about school features
but also to investigating “powerful learning” based on constructivist
concepts.

Implementation of the Accelerated Schools model occurs
through the support of a local site coach and trainer. These trainers
receive an intensive eight-day program that covers such topics as
group dynamics and meeting management, the core principles and
values of Accelerated Schools, the nature of powerful learning and
constructivist classrooms, the inquiry process and ways to “take
stock” of the school, coaching and training techniques, and the
problems faced by schools while implementing these processes. The
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approaches are themselves constructivist and designed to provide
skills and experience in the inquiry method and in teamwork. This
training is provided for technical assistance people who will be
working on-site with schools and is directly linked to skills and
knowledge for principals.

School Development Program (The Comer Project)

The School Development Program (SDP) offers four different train-
ing programs, one specifically designed for principals. Called “The
Principals’ Academy,” this five-day program focuses on instructional
leadership and the decisions principals make that can support SDP.
The academy has an organized curriculum that prepares principals
to implement SDP, work with staff, and develop plans. The acad-
emy’s popularity necessitated the development of a returning prin-
cipals’ track for those who had already been through the first
program. Principals seem to value the opportunities to get feedback
on their work and to network.

Success for All

Success for All (SFA) does not put much emphasis on leadership
development. The program provides extensive training for the
school both on-site and during conferences. At the conferences,
principals can attend meetings that are of interest but not
specifically focused on their roles, such as those designed for super-
intendents and facilitators. No extensive training focuses on the
role of principals.

Modern Red Schoolhouse
The Modern Red Schoolhouse (MRS) program has comprehensive

training for its school principals. Once a school has become an
MRS site, the coach for the site starts to work with the principal.
MRS also has the principal, teachers, and direct supervisor fill out
the Skills Scope instrument to gauge leadership qualities. The
assessments are used to analyze the skills and knowledge of princi-
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pals and to develop coaching and learning opportunities to address
weaknesses. Extensive opportunities arise over the year for direct
and telephone meetings with the coach.

The ATLAS Communities Project

The ATLAS Communities Project is a combined effort of several
major reform programs, including the Coalition, the Comer Proj-
ect, Harvard Project Zero, and the Educational Development Cen-
ter. ATLAS is now developing training for district and community
teams. This effort brings together teachers, students, principals, par-
ents, superintendents, board members, and community members
from three sites for several days to examine critical issues related to
systematic approaches to reform. This broad-based effort exposes
this diverse set of people to reform issues such as new union roles,
the need for high expectations for students, the challenges of col-
laborative leadership, conflict management, and ways to forge new
agreements in districts (called “goals of engagement”). The project
holds an annual winter institute for principals and assistant princi-
pals. The three-day leadership institute gives time for the pathway
groups to meet and interact as well as to share knowledge about
how to work together for urban school reform. Although the major-
ity of the institute focuses on the project, current issues and topics
are also added each year.

The Center for Leadership in School Reform

Dr. Phillip Schlechty founded the Center for Leadership in School
Reform (CLSR) when he left the Gheens Academy. Created to
provide leadership in the school reform movement through train-
ing, support, and information, the center has worked with a wide
array of districts across the country.

CLSR views itself as a resource for reformers and assists districts
in four areas: capacity building, the nature of student work, leader-
ship development for teachers and administrators, and marketing
the need for change. Principal development occurs in districts with
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customized training by in-house trainers. Principal in-service train-
ing is focused on the four areas.

The Coalition for Essential Schools

The Coalition for Essential Schools (CES), a reform program
started by Dr. Ted Sizer following a major study of secondary edu-
cation, developed a set of professional growth activities to support
principals in implementing the coalition’s principles. Through sem-
inars, meetings, and CES’s conference, called “The Fall Forum,” the
program brought together reform-oriented school leaders to meet,
talk, learn about the challenges of implementing change, and share
ideas and craft knowledge. For a number of years, it selected
“Thomson Fellows,” a small group of principals leading coalition
schools who met for a week two or three times a year for reflection,
sharing, learning, and networking. More recently, it has been devel-
oping a program to train principals in change, leadership, and coali-
tion principles.

In sum, these major reform programs vary in the degree to
which they focus on leadership development. Some make the pro-
fessional development of school leaders an important component
of their program, while others see it as secondary. Each takes a
unique approach to working with principals, some providing long
programs, others relatively short periods of training. For all of them,
a major focus is development of a thorough understanding of the
precepts, principles, and components at the core of their reform
efforts. Thus these models are developed to facilitate implementa-
tion of their reform ideas and models.

Conclusions

The landscape of professional development programs is diverse and
fragmented, at times offering high-quality, coherent, in-depth pro-
grams and at other times offering marginal, piecemeal, and short-
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term workshops. The programs discussed here provide some sense
of direction and promise for the future.

We have chosen to focus primarily on programs linked to state,
district, university, or reform network efforts because these appear
to have more of the characteristics that we believe are likely to pro-
duce more effective school leaders.

Some of the most successful programs seem to have a clear vision
or purpose, are systematic, and are organized around a thoughtful
sequencing of the career development of knowledge, skills, and abilities
needed for professional excellence in the principalship. Some of
these programs focus more narrowly on a particular slice of princi-
pal career development, while others, such as the Chicago pro-
grams, provide developmental support, acculturation, and survival
skills for principals aspiring to replace those retiring. A number of
these programs also provide an opportunity to develop the habits of
mind and professional network connections that should foster con-
tinued growth and development throughout the principal’s career.

The curriculum content of the programs varies, but several have
a coherent and coordinated set of skills and information organized in a
sequential pattern. Some have content that depends in part on the
specific audience or stage of career development targeted by the
program, but others offer a broad set of leadership skills. Although
few programs have a formalized, written curriculum, those that do
help the participants organize and learn material and skills.

Most in-service programs remain short and topical, but some of
the better programs offer a long-term set of experiences blending multi-
week institutes with continuing on-site training, practice, and coaching.
For example, twenty-day programs are divided across one or two
academic years, with principals attending in two- or three-day
increments. The North Carolina and California programs provide
good examples of this approach. These longer programs appeared to
build skills and knowledge as well as a strong professional culture
among participants.

With these caveats, here is a partial list of curricula from the
programs highlighted here:
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Early Career Curricula

District, state, or reform network vision and values
Managerial tasks of the principalship
District or state requirements and context

Basic leadership and management skills (communication,
evaluation, diversity, people skills, and so on)

Instructional leadership

Culture building
Midcareer Curricula

Instructional leadership
Culture building
Transformational leadership
School improvement

Data analysis

Action research

Problem solving

Personal renewal

Pedagogy is varied, interactive, and selected to enhance learning. In
general, programs typically use at least some workshop structures
designed to address and take advantage of the day-to-day realities of
principals.

Seminars are sequenced to build principal knowledge around a
focused curriculum and to enable participants to put what they
learn into practice. Extensive follow-up seminars and coaching
increase the likelihood that skills can be used on the job.

Although the programs are limited in their use of new technolo-
gies, they feature more variety than many preservice programs. The
North Carolina programs use videotaping to examine principal
practices and communication skills. Perhaps the most advanced use
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of technology is the distance education program for school leaders
being developed as a spin-off of the work of the Mayerson Academy.
The program director provides interactive distance education to
districts and schools across the country. Significant plans are under
way to link this work to advanced education and professional
certification of school leaders.

The best programs are also closely linked to participants’ work and
to the needs of current practitioners, schools, and districts. While typi-
cally much less academic in focus than preservice programs, these
in-service programs appear to be much more closely aligned with
the needs and realities of practicing principals.

Many of the programs have paid close attention to developing
a program culture and sense of membership. Using graduation cere-
monies, reunions, special roles for participants and graduates,
awards, unique language, values, history, and rituals, the programs
build networks of participants, provide intrinsic rewards for partic-
ipation, and provide incentives for new members to participate,
despite the fact that these programs are voluntary and can be quite
demanding.

Programs are governed by many different groups, including
states, districts, reform networks, professional associations, and pri-
vate interests. Of the programs we examined, state, district, associ-
ation, and privately sponsored programs tended to be designed
specifically for principals. The reform network models and some dis-
trict models were focused on teachers as well as principals. State-
level programs were typically linked to state goals and reforms, had
significant investment in program development, and were funded
to a greater or lesser extent by the state. District programs often
focused on induction of new principals or the development of lead-
ership skills unique to the specific district context.

Our investigation of in-service programs suggests that many
probably provide significant opportunities for self-renewal, but only
a small portion are likely to have a significant impact on the knowl-
edge base, the leadership abilities, and the efficacy of practicing
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principals. What is clearly needed is a model of professional prac-
tice that is not generic but identifies a clear direction for the prin-
cipalship, one that would potentially change the structure of
schools to enable principals to carry out this work effectively.

Also needed is a clearer model of the professional growth,
development, and career stages of the principalship and, similarly,
a model of sequenced knowledge and skill development for princi-
pals. Such a program might provide a well-designed sequence of
knowledge and skill development, with early stages focused on
organizational acculturation, context, and management and com-
munication skills; middle stages focused on instructional leadership,
human resource development, and culture building; and expert
stages focused on transformational leadership for organizational
regeneration, growth, and improvement. Alternatively, knowledge
and skill progression may be viewed as enhancing the level of skill
in a broad set of critical knowledge and skill areas (for example,
moving from level 1 to level 4 in instructional leadership as defined
by the profession). This work would provide a significant founda-
tion for the enhancement of principal professional growth and
development, both preservice and in-service, and would strengthen
the profession. It would also give policymakers and district admin-
istrators clearer direction in the refinement of the role of the prin-
cipalship and in recruitment, selection, evaluation, and professional
development efforts.

[t is clear that professional development for principals can and
should be improved. Existing models and approaches provide a
panoply of possibilities and opportunities for the design of quality
programs.
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Chapter Ten

Associations and the Principalship

A History of Advocacy,
a Horizon of Opportunity

Gerald N. Tirozy

The key factor to the individual school’s success

is the building principal, who sets the tone as

the school’s educational leader, enforces the

positive, and convinces the students, parents,

and teachers that all children can learn and

improve academically. Our overall assessment is

that the school principal has the greatest single

impact on student performance. As a result, we

believe that increased attention and funding needs

to be directed toward programs that attract,

evaluate, train, and retain the best principals.

—Arthur Andersen report on the Jersey City

and Paterson Public Schools for the New Jersey
Legislature’s Joint Committee on Public Schools

As the turnstile of history adds another millennium to its count,
many eyes are focused on educational leadership. Opportunity
abounds in this arena because of attention that has been build-
ing for more than a decade. Parents, school boards, state depart-
ments of education, standards organizations, and others have
come to the realization that school site leaders— principals and
assistant principals—are essential to systemic school reform.

347
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Educational administration preparation programs and school
leadership organizations and associations are being called on to
ensure that the highest-quality principals and assistant princi-
pals are serving in the nation’s schools.

Associations have been actively involved in promoting higher
standards for their members and are eager to take assessment and
development of school leaders to a new level. In fact, school lead-
ership associations have been involved in developing leadership
excellence criteria for nearly twenty-five years. Now, however, dis-
parate efforts, including those of the associations, have begun to
coalesce so that now we have an excellent opportunity to achieve
systemwide results. Associations represent the voice of those who
know best about the demands of educational leadership —educa-
tional leaders in the field. Thus associations have a unique respon-
sibility to speak up for high standards in the development and
assessment of professionals in school leadership.

This surge in support for the reform of school leadership results
not only from the efforts of associations and other organizations but
also from the urgency of the need. The political environment, the
shortage of highly qualified candidates desiring to become princi-
pals, and the call for increased accountability have provided a win-
dow of opportunity for advocates of school leadership. Principals
stand ready to seize the opportunity and help set the highest stan-
dards of leadership for their profession. Through their state and
national associations, school leaders are becoming increasingly
vocal in their call for better leadership preparation programs and for
elevation of the standards required of the profession. The Ameri-
can Association of School Administrators (AASA), the National
Association of Elementary School Principals (NAESP), and the
National Association of Secondary School Principals (NASSP)
have been particularly active. In light of the increased attention to
the importance of school leadership in academic achievement,
school leadership organizations are optimistic that they will play a
major role in the meaningful change on the horizon.

For many years, most funding and policy initiatives have
focused on teaching excellence. These initiatives led to such
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enhancements as the National Board for Professional Teaching
Standards and various improvements in certification and standards.
Although these reforms were much needed, no similar systemic
approach to school leadership was undertaken. Because teachers are
seen as having the most direct day-to-day impact on student
achievement, the attention to teacher reform seemed natural and
hence received tremendous attention. Unfortunately, these initia-
tives bypassed a key player in systemic reform in a given school: the
principal. After all, who frequently has the responsibility of hiring
those excellent certified teachers? Who can ensure that the entire
staff —not just a handful of staff members —has the skills necessary
to improve achievement for all students?

A 1999 report by the National Association of State Boards of
Education (NASBE) Study Group on School Leadership, Principals
of Change: What Principals Need to Lead Schools to Excellence,
emphasized this notion when it asserted that “without well-
qualified motivated leaders in every school, reform will succeed spo-
radically, and the goal of having all students in every school and
district able to meet high standards will be threatened.”

In times of extraordinary reform or need, people call on great
leaders to guide them. In the corporate world, leadership is never an
afterthought. Boards seek the most capable leaders—Ileaders with
significant foresight and vision. They may seek among loyal
employees who have been groomed for success and risen through
the ranks, or they may look for a leader “from the outside.”

In education, these are indeed times of extraordinary opportu-
nity and extraordinary need —extraordinary because nothing is
ordinary about handling a shooting in your school. There is noth-
ing ordinary about improving academic achievement for six hun-
dred students, implementing block scheduling, or restructuring your
academic program. There is nothing ordinary about meeting with
parents of a student to inform them their child has a learning dis-
ability. There is nothing ordinary about finding and hiring the per-
fect teaching team. We could argue about whether these duties
should rightly fall to the principal, but the fact remains that they
do. The handling of each such situation cannot be left to chance.
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The life of each student in the school is, or should be, affected by
the principal, either directly or indirectly. It is essential to provide
these leaders with the knowledge and skills they need to handle
their day-to-day activities as well as the crises.

However, training for many school leaders has been inadequate
or ends abruptly after certification. Many university administrator
preparation programs are not closely aligned with the instructional
and real-world demands placed on principals, and the use of
postcertification development programs is the exception rather
than the rule. According to Recognizing and Encouraging Exemplary
Leadership in America’s Schools, written by David Mandel (2000) and
commissioned by the National Policy Board for Educational
Administration (NPBEA), the difference between leadership
recruitment in education and leadership recruitment in other
organizations is like night and day. “Unlike the common practice of
the corporate world and the military, where there are systematic
and continuous initiatives to grow and develop a management
cadre that can take on greater and greater responsibilities and suc-
ceed at each step along the way, education makes no such careful
investment of resources in its future leaders. Rather it sends a signal
to its freshly minted novice managers that once they have been
assigned their first administrative position, serious attention to their
professional development has concluded” (p. 4).

An analogous situation in the business world would occur if
we sent people to get an M.B.A. and told them upon receipt of their
diploma, “OK, you can now become a CEO.” The M.B.A. is about
the acquisition of knowledge. Real skills come from applying that
knowledge in real business situations, often aided by mentoring and
coaching. This is not to say that the M.B.A. recipient may not be
outstanding in his or her field but rather that it is highly unlikely
that this person is prepared to step immediately into a CEO posi-
tion. And once the grad becomes a CEQ, it is highly unlikely that
he or she will forgo opportunities for additional learning and
development.

Much is at stake in a corporation—millions of dollars, the
livelihood of the personnel, and the investments of shareholders.
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And what’s at stake in schools? Significant budgets are common-
place, but it is the hopes and dreams of kids that are really at stake,
as well as the future contributions they will make to our nation’s
culture, economy, and competitiveness as productive citizens.

Snapshot of Principal Statistics

To paint a complete picture of the importance of school leadership,
one should have a clear understanding of the large number of
schools dependent on principals and the makeup of the profession
itself. In Secondary Schools in a New Millennium: Demographic Cer-
tainties, Social Realities, Harold Hodgkinson (2000) reviews some
demographics about school principals and the schools they serve.
Of the nation’s 79,618 principals:

e 19,027 serve in center-city schools, 21,700 in suburbia, and
38,891 in rural areas or small towns

® 53,684 are in elementary schools and 18,263 in secondary
schools

e 00 percent are male; the 40 percent who are female are mostly
in elementary schools

® 14 percent are ethnic minorities

e The average principal is 47.5 years old

¢ 60 percent have master’s degrees

¢ 30 percent have more than a master’s degree

¢ The typical principal taught for eleven years before becoming
a principal

With an average of six hundred students per school, the reach
of school leadership and its potential impact are unquestionable.
Equally unquestionable, if not alarming, is the proposition that if
one principal is not properly trained and up to the task of leader-
ship, it will have a damaging effect on six hundred students —a sta-
tistic that should be sobering to everyone. Multiply those six
hundred students several hundreds or thousands of times, and one



352 THEe PrincipaL CHALLENGE

can readily see the grave problem society would soon face if a short-
age of qualified school leaders were ever to occur.

Shortage of School Leaders?

A 1998 survey by the Educational Research Service (ERS), titled
Is There a Shortage of Qualified Candidates for Openings in the Princi-
palship? and commissioned by the National Association of Elemen-
tary School Principals (NAESP) and the National Association of
Secondary School Principals (NASSP), reports that we may in fact
be facing a shortage of qualified school leaders. According to the
report:

e About half of the surveyed districts reported a shortage of
qualified candidates for the principal positions they had attempted
to fill. This shortage occurred among all types of schools (rural,
urban, suburban) and at all levels of vacancies (elementary, junior
high or middle school, high school). However, the interviewees did
not indicate that they were dissatisfied with the people they hired.

¢ In the opinions of the administrators responsible for hiring
principals, many factors discouraged potential principal applicants.
The most frequently mentioned barrier was salary: compared to the
job responsibilities, compensation for the principal position was not
sufficient to encourage applications. The stress of the job and the
time demands that come with a principalship were additional dis-
couraging factors.

¢ [ncreasing the number of women in management positions
has not been a focus or a problem in most districts. This finding
held for all types of schools. Increasing the number of minorities in
management positions has been a larger issue. This is especially true
among urban districts. Also, districts were more likely to report
qualified female than qualified minority applicants.

e Few districts have an aspiring-principals program, but most
do have a formal training program for new principals. It was more
likely that an urban district would have an aspiring-principals pro-
gram than a rural or suburban district.
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The ERS report also points to the National Center for Educa-
tion Statistics’ “1993—-94 Schools and Staffing Survey” (1997),
which found that “new principals were more likely to have partici-
pated in a local aspiring-principals program than more experienced
principals” (p. 4), suggesting a new emphasis on such programs in
the career development ladder. According to the ERS report, how-
ever, only one-fourth of the districts reported the existence of an
aspiring-principals program to recruit and prepare candidates. Just
under half of the districts have a formal induction or mentoring
program for new principals.

Why is there such a shortage of qualified school leaders? The
NASBE report provides some insights (National Association of
State Boards of Education, 1999):

e The job of the principal has changed to become more com-
plex and demanding.

¢ Good principals are scarce — growing student populations,
retirements, and decreasing numbers of applicants are creating
significant shortages in some districts and regions.

® Principal training, support, and professional development are
largely inadequate and not up to the task of producing the
good principals we need.

e States have lacked a coherent vision and system for develop-
ing and retaining high-quality principals.

The 1998 ERS study reinforced and added to these perceptions
and findings when it asked those responsible for hiring what pre-
vented applicants from applying for these positions. Here is what
the study found:

e The job is generally too stressful.

e Social problems (poverty, lack of family support, and so on)
make it difficult for students to focus on instruction.

¢ Too much time is required.

e Testing and accountability pressures are too great.
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[t is difficult to satisfy demands of parents or the community

(or both).

The nature of the job is viewed as less satisfying than pre-
viously.

Funding for schools is inadequate.
Compensation is not sufficient compared to responsibilities.

Fewer experienced teachers are interested in becoming assis-
tant principals or principals.

Continuing bad press or public relations problems for the dis-
trict place additional pressure on principals.

No tenure is associated with the position, and teachers lose
tenure if they move to a principal or assistant principal posi-
tion.

The state retirement system permits experienced teachers to
retire at a fairly young age.

Openings are not well publicized.

“Perhaps the most interesting, and certainly the most significant,
finding from this section of the survey,” the ERS report notes, “was
the high level of consistency of responses from school administra-
tors across community type and grade level subgroups” (p. 11). The
top-ranked barrier among all groups was “compensation not suffi-
cient compared to responsibilities,” followed in either second or
third place by “too much time required” and “job too stressful.”

Are we in the midst of a crisis? Consider these statistics from

the ERS report (Educational Research Service, 1998, p. 2):

® The number of assistant principals is expected to grow between
now and 2005 as districts hire additional assistant principals
rather than open new schools to cope with an increasing work-

load and expanding student enrollment.

® Most principal and assistant principal job openings between now

and 2005 are likely to result from the need to replace administra-
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tors who retire. The average age of principals rose slightly from
46.8 in 1987-88 t0 47.7 in 1994-95, with over 37.0 percent of

principals over age 50.

While these statistics are unnerving, there are also positive signs,
including this statistic from the ERS report (p. 7):

e Superintendents are satisfied with the educational preparation of
the candidates that they do get. Nearly all reported that recent
candidates for principal positions had at least adequate educa-
tional preparation, with one-third characterizing the preparation

as excellent.

One-third of candidates having excellent preparation is not
close to an acceptable level. But perhaps some progress is being
made in university programs revisiting a legacy that many have
recently questioned. Muse and Thomas (1991) argue that adminis-
tration preparation programs do not adequately address the needs
of the principalship and that to ensure a selection of qualified can-
didates for principal positions, such preparation programs must be
reorganized.

School leadership organizations can be an excellent resource for
universities as they focus on this reorganization. Representing tens
of thousands of professionals who are uniquely qualified to judge
what it takes to be a principal or other administrator, school lead-
ership associations must play an increasingly active role in helping
to restructure administrator preparation programs.

While significant challenges reside in administration prepa-
ration programs, increasing the number of highly qualified candi-
dates will require work at many levels of the school leadership
education continuum. School leadership associations offer a vision
that includes “raising the bar” of what is expected of school leaders.
As described in greater detail later in this chapter, their vision
includes the launch of the American Board for Leadership in Edu-
cation (ABLE) to oversee advanced professional certification for
exemplary practitioners, the formulation of advanced standards,
and recognition of excellence in education leadership.
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The member associations of NPBEA envision ABLE as an
opportunity to make significant progress in cultivating an elite
cadre of exemplary school leaders to lead the charge for higher stan-
dards throughout the profession. Building on the historical, current,
and proposed initiatives of school leadership associations, as well as
on delivery opportunities offered by technology, the members of the
NPBEA predict that the coming year will usher in the foundation
for substantial leadership reform.

Historical Involvement of Associations
in Preparation and Training

Associations have had extensive involvement in promoting assess-
ment and development in administration. Educational Administra-
tion: A Decade of Reform (Murphy and Forsyth, 1999) details the
history of some of that involvement. For example, it notes that the
American Association of School Administrators (AASA) has been
actively involved in proposing the study and increased profession-
alization of administration preparation programs since the end of
World War II. Along with higher education organizations, AASA’s
early involvement and advocacy for improved training, especially
for superintendents, set the stage for many structures that have
evolved since. Unfortunately, this early emphasis on professional-
ism ran into many hurdles. However, as noted previously, a critical
mass seems to be building to finally make a difference in the prepa-
ration of principals.

Other milestones in assessment and development include
NASSP’s launch of its Assessment Centers in 1975 and the launch
of NAESP’s Professional Development Inventory (the earliest ver-
sion was developed in the mid-1980s). One of the most important
collective initiatives of several school leadership associations was
the creation of NPBEA, nicely detailed by Scott Thomson (1999)
in Educational Administration: A Decade of Reform. As Thomson
notes, formation of NPBEA was a key recommendation of Leaders

for America’s Schools (Griffiths, Stout, and Forsyth, 1988), a report
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by the National Commission on Excellence in Educational Admin-
istration (NCEEA). NCEEA was composed of prominent educators
and laypeople, and was sponsored by the University Council for
Educational Administration (UCEA).

According to Thomson, AASA, NAESP, NASSP, the
National School Boards Association (NSBA), and UCEA, with
support from the Danforth Foundation and the University of Vir-
ginia, seized on this recommendation and formed a planning board
to bring it to fruition. These organizations endorsed founding
NPBEA on July 14, 1987. Soon thereafter, several other associa-
tions joined NPBEA: the American Association of Colleges for
Teacher Education (AACTE), the Association for Supervision and
Curriculum Development (ASCD), the Council of Chief State
School Officers (CCSSO), the National Council of Professors of
Educational Administration (NCPEA), and the Association of
School Business Officials (ASBO). (ASBO resigned from NPBEA
in 1995.)

The total of ten national associations thus included three from
higher education, six from elementary and secondary education,
and one governance body. NASSP’s executive director at the time,
Scott Thomson, was elected chair of the NPBEA board of direc-
tors for 1988. The Danforth Foundation, in addition to providing a
representative to serve as an ad hoc member of the board, funded
NPBEA with a three-year grant. This support was in addition
to member organization dues and support from the University of
Virginia.

According to Thomson (1999, p. 95):

NPBEAs [initial] core purposes were to:

e Develop, disseminate, and implement professional models for

the preparation and inservice training of educational leaders;

e Increase the recruitment and placement of women and minori-

ties in positions of educational leadership

e Establish a national certifying board for educational adminis-

trators.
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In addition, three program areas were agreed upon for the exec-

utive staff to address:

e Improving the preparation of school leaders;
e Redefining roles for school leaders; and

e Raising certification and accreditation standards for school leaders.

As Thomson also notes, the NPBEA’s report Improving the
Preparation of School Administration: An Agenda for Reform (1989)
outlined several initiatives designed to improve educational lead-
ership at the state and local levels:

e Launch vigorous recruitment strategies to attract bright and
capable candidates

e Raise entrance standards for administrator preparation
programs

¢ Improve the quality of faculty and maintain a minimum of
five full-time faculty in university departments

e Make an Ed.D. the only path to certification and licensure in
educational leadership, declaring a master’s degree insufficient
and abolishing six-year programs

e Require one year of full-time academic residency and one year
of full-time field residency in precertification programs

e Revise the common core of knowledge of skills to ground
them in practice and to focus on school improvement, the
teaching and learning process, organizational studies, manage-
ment processes, inquiry, the ethical and moral dimensions of
schooling, and cultural factors

¢ Organize permanent cooperative relationships between uni-
versities and school districts

e Establish a national professional standards board to manage a
program of advanced professional standing

e Withhold national accreditation for programs failing to meet
the standards outlined
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As seen here and echoed by Thomson (1999, pp. 98—-102),
associations have been among the leading advocates for professional
certification at “the entry and advanced levels of practice, includ-
ing the formation of an independent certification body to deter-
mine professional standards.” NPBEA’s recommendations also
included calls for a connection between “the knowledge base and
professional skills necessary for success,” especially in the areas of
communication, interpersonal relations, and decision-making pro-
cedures. It is also noteworthy that NPBEA attempted, without suc-
cess, to secure funding for a proposal “to establish a national
certification board with the instruments and processes for voluntary
professional certification.” In addition, “two national test devel-
opment firms indicated separately a strong interest in forming a
partnership with NPBEA to develop assessments for national certi-
fication. The [NPBEA] board of directors voted to pursue this pos-
sibility should funding be found to establish a national certification
board.”

NPBEA was also active in proposing guidelines for “states con-
sidering nontraditional routes to the principalship or superinten-
dency.” In 1990, NPBEA published a policy document, Alternative
Certification for School Leaders. “The publication argues, in sum,”
notes Thomson (1999, p. 99), “that although alternative routes to
certification are acceptable for exceptional candidates, this alter-
native route must meet the same criteria for demonstrated profes-
sional knowledge and skills as does the regular route.”

NPBEA went on to use work done by the National Commis-
sion for the Principalship, which was organized in 1988 by NAESP
and NASSP. NPBEA used the commission’s report, Principals for
Our Changing Schools: Preparation and Certification (1990), “as the
framework for developing a description of the core knowledge and
skills, and the performance standards, to certify principals” (Thom-
son, 1999, p. 99).The National Commission for the Principalship
addressed the question, “What must principals know and be able
to do for successful school leadership today?” The commission
identified twenty-one domains or areas of knowledge and skill
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considered essential to the principalship. The twenty-one domains,
organized in four broad fields, blended the traditional, content-
driven curriculum with leadership and process skills to create a new
architecture for preparing principals. This framework recognized
the leadership skills and interpersonal competencies required of
principals to succeed in today’s school environment as well as the
central responsibility of principals for the instructional program.
NPBEA went a step further by describing performance stan-
dards for each of the domains and identified the specific knowledge
areas and skills central to these domains in its Principals for Our

Changing Schools: The Knowledge and Skill Base (Thomson, 1993).

Licensure

Thomson (1999) notes that NPBEA organizations also agreed to
work with NCATE to cooperate on a single set of NCATE curricu-
lum guidelines for programs in educational leadership. Involved in
this working group were AASA, ASCD, NAESP, NASSP, and the
following higher education groups: AACTE, NCPEA, and UCEA.
The working group looked at a matrix that took into account the
work done by several associations and organizations:

NPBEA'’s Principals for Our Changing Schools (1993)

NAESP’s Proficiencies for Principals (1991) and Administrator
Diagnostics Inventory (1994)

AASA’s Professional Standards for the Superintendency (1993)

ASCD’s Proposed NCATE Curriculum Guidelines for the Spe-
cialty Area of Educational Leadership (1993)

Northeast States/Region I DOE document Framework for the
Continual Professional Development of Administrators (1993)

NASSP’s Principals’ Assessment Centers (1975)

The curriculum guidelines were adopted by NCATE for 1996

and are administered by the Educational Leadership Constitu-
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ent Council, which is composed of four national associations that
hold membership in the NCATE—AASA, ASCD, NAESP, and
NASSP.

The new guidelines encompass eleven knowledge and skill
domains in four broad areas and one process domain (internship).
The four broad areas are strategic leadership, instructional lead-
ership, organizational leadership, and political and community
leadership.

According to Thomson (1999), only two-thirds of all prepa-
ration programs for educational leaders currently meet NCATE
standards.

This brief history provides perspective on the considerable
involvement of school leadership associations in training and
preparation and lays a foundation for current efforts. Unfortunately,
some of the current trends sacrifice thorough assessment and devel-
opment for cheaper and faster “paper-and-pencil technology” forms
of assessment and training. Significant advances have been made in
assessment and development, yet until all superintendents can
boast a full complement of highly qualified principals, there is more
work to be done. We maintain that the work must not sacrifice
quality for expediency. There is no silver bullet. Just as the talents
of each child must be cultivated, so too individual attention is
required to raise the knowledge and skill level of school leaders.

Standards

No discussion of school leader preparation and training would be
complete without focusing on the current state of standards, which
is visible in an acronym: ISLLC. The Interstate School Leaders
Licensure Consortium was an outgrowth of years of work by many
different organizations.

In 1993, according to Thomson (1999), NPBEA member orga-
nizations “decided to convene all states interested in discussing the
question of common standards as a basis for licensing school lead-
ers” (p. 106). The meeting was held in January 1994 and attended
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by representatives from thirty-seven states and ten national associ-
ations. Participants agreed that common standards would be of
benefit and voted to develop and implement them.

Also in that month, according to Thomson (1999), the Coun-
cil of Chief State School Officers (CCSSO) board of directors
voted “to establish an Interstate Principals Licensure Consortium
as a parallel to their national program to develop common stan-
dards for entry-level teachers. . . . After discussion of several issues
and the CCSSO plans, the NPBEA Board of Directors agreed that
competing initiatives would be counterproductive to achieving the
professional goal of common and higher licensing standards for
school leaders” (p. 106). Consequently, NPBEA decided to become
a “working partner with CCSSO” to develop the standards.

The ISLLC standards (Council of Chief State School Officers,
1996) were the result of this effort. “The standards were drafted by
representatives of 24 state education agencies and several profes-
sional associations, which had extensive experience in assessment
and development issues for school leaders” (Thompson, 1999,
p. 107). Currently, thirty states use the following ISLLC standards
in some way:

Standard 1: A school administrator is an educational leader who
promotes the success of all students by facilitating the development,
articulation, implementation, and stewardship of a vision of learning
that is shared and supported by the school community.

Standard 2: A school administrator is an educational leader who
promotes the success of all students by advocating, nurturing, and
sustaining a school culture and instructional program conducive to
student learning and staff professional growth.

Standard 3: A school administrator is an educational leader who
promotes the success of all students by ensuring management of the
organization, operations, and resources for a safe, efficient, and effec-

tive learning environment.
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Standard 4: A school administrator is an educational leader who
promotes the success of all students by collaborating with families
and community members, responding to diverse community interests

and needs, and mobilizing community resources.

Standard 5: A school administrator is an educational leader who
promotes the success of all students by acting with integrity, fair-

ness, and in an ethical manner.

Standard 6: A school administrator is an educational leader who
promotes the success of all students by understanding, responding
to, and influencing the larger political, social, economic, legal, and

cultural context.

Each of the standards is supported by characteristics that
emphasize situational learning. Several programs that encapsulate
the ISLLC standards are offered by school leadership organizations
and others. The details of these programs will be covered shortly.

Testing: A Silver Bullet?
One additional outgrowth of the ISLLC standards is the School

Leaders Licensure Assessment, offered by the Educational Testing
Service (ETS). This $400 paper-and-pencil test is used by several
states as part of their licensure process for principals. Each state may
set its own pass rate. According to ETS (http://www.ets.org), the
test “is based on both a national job analysis study and a set of stan-
dards for school leaders identified by ISLLC.”

The test “consists of 25 constructed-response questions, rang-
ing from short vignettes requiring a brief response to much longer
case study exercises,” according to ETS. There are three modules
within the test: “Evaluation of Actions,” “Synthesis of Information
and Problem Solving,” and “Analysis of Information and Decision-
making.”

The “Evaluation of Actions” module has two sections. The
first “includes vignettes that deal with situations drawn from and
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distributed among such content areas as due process and other legal
issues, exceptional-needs students, safety, facilities, budget, dis-
cipline, technology, and scheduling.” The test-taker must develop
a response describing the way that he or she would handle the
situation.

The second section presents dilemmas “based on learning and
teaching issues. . . . The response requires the test-taker to balance
competing claims for resources, prioritize actions, articulate the
instructional issues raised by the situation, explain instructional and
curricular strategies appropriate in responding to the situation, and
discuss the situation’s instructional implications.”

The “Synthesis of Information and Problem Solving” module
focuses on a case analysis that includes several documents and a
short scenario describing a school and its community. Test-takers
are asked to address different problems under relevant information
provided in the documents.

The “Analysis of Information and Decisionmaking” module
requires the test-taker to respond to questions on several docu-
ments. Informational materials offered by ETS indicate that the
documents “may include: assessment data, portions of school
improvement plans, budget information, schedules, resource allo-
cation documents, staff evaluations, or curriculum information.”

According to ETS, the exercises “are scored by school leaders
who have been carefully trained in the ISLLC Standards and the
content specifications for the assessment.”

While the test is intended to measure knowledge and the min-
imum proficiencies a school leader would need to undertake the job
effectively—in essence to ensure that a candidate “does no harm”
to the profession— the fear is that states may see it as an easy way
to assess principals. In reality, true assessment requires a more rig-
orous approach that includes not only knowledge of the neces-
sary skill sets but also an ability to implement those skills in real life or
simulations. Unfortunately, a paper-and-pencil test cannot assess
skill in collaboration, interpersonal relations, and communication,
nor does it predict the way a person will act in a given situation.
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Although no assessment can perfectly determine the quality of a
principal, the paper-and-pencil method can be viewed as a first step
among many. If viewed as the minimum needed to be considered for
future leadership, it sets the bar at a certain level. Other programs
must step in to raise the bar to new heights. As advocates for pro-
fessionalism, school leadership organizations cannot allow the bar
to remain at the level set by the ETS test alone.

An additional fear is that the test may allow states to say they
support the ISLLC standards while they ignore the long-term
assessment and development needs of school leaders, which the test
is not designed to address. Recognizing and Encouraging Exemplary
Leadership in America’s Schools (Mandel, 2000) warns about the dan-
gers of stopping at any first step:

This is all well and good, but once in possession of a license, admin-
istrators typically ind themselves at the end of any organized effort
to build their capacity to serve as an education leader. . . . Yes, state
licensing requirements encourage them to take an occasional grad-
uate course or to accumulate some fixed number of continuing edu-
cation units, but the notion that there are higher standards to which
they might aspire, that there are greater levels of competence and
professionalism that they might work toward, or that they are just at
the beginning, not the end, of their development as leaders are con-

cepts foreign to school administration [p. 4].

School leadership organizations have been active in encourag-
ing participation in ongoing development, yet efforts have been
stymied by a lack of funding at the district and school levels, as well
as by an inability to reach effectively those responsible for deciding
on and funding the development needs of principals. With the pro-
posed advanced standards, improved preparation programs, and
ever-increasing access to technology, associations are actively pur-
suing remedies to these hurdles and are confident that the audience
for these programs will be receptive. Current programs are detailed
in the next section. Other programs are on the drawing board and
will be detailed in subsequent sections.
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Association Assessment and Development Models

School leadership organizations have an extensive complement of
programs intended to support assessment and development for prin-
cipals. The following are examples. Many of these programs incor-
porate, conform to, or reflect the ISLLC standards. In addition,
several offer continuing education units as an added benefit.

NASSP

The National Association of Secondary School Principals works
closely with its state affiliates in the area of assessment and devel-
opment to offer a variety of publications, programs, and services.
NASSP has been working with school districts, state departments
of education, universities, and others for more than two decades to
develop and refine programs for selection and development of
school leaders. Through the generosity of the Danforth, Kellogg,
W. Alton Jones, and Spencer Foundations, high-quality programs
have been developed that focus on the skills that school adminis-
trators need to be effective and successful.

Assessment. NASSP’s Assessment Center project began in
1975 with technical assistance from a special committee of indus-
trial psychologists and the American Psychological Association.
The committee formulated a plan to assist school districts in iden-
tifying and developing highly skilled school leaders at the elemen-
tary and secondary levels. Currently, comprehensive assessment
centers are functioning in twenty-five states, Canada, England, and
Bermuda to help identify school district personnel with the requi-
site skills to succeed as assistant principals and principals. To date,
more than ten thousand assessors have been trained and twenty
thousand practitioners (half from the elementary level) have been
evaluated with the original Assessment Center model, including at
various times all candidates in Kentucky, Maryland, Missouri, New
Jersey, and South Carolina.
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The Assessment Center was originally designed to improve the
selection processes for entry-level elementary, middle-level, and
high school building administrators. In addition to objectively
assessing specific skills, the process offers opportunities for mean-
ingful staff development. As the project matured, a long-term com-
prehensive professional development link was added.

An Assessment Center offers a psychometric procedure empha-
sizing multiple activities, including individual and group exercises
used to develop behavior profiles of candidates seeking employ-
ment as assistant principals or principals. Candidates for admin-
istrative selection, promotion, or development participate in an
assessment process involving a daylong series of simulations. These
provide opportunities for collecting data on actual behavior in the
typical administrative and instructional situations that principals
encounter on a daily basis. Analysis also reveals skills in key dimen-
sional areas. Assessment Center methodology is based on the
identification of generic skills that can be observed during perfor-
mance of certain job-related activities. A combination of exercises
is typical: simulations, paper-and-pencil “in-baskets,” personal
interviews, and fact-finding exercises. Often simulations include
leaderless group discussions and case studies involving school prob-
lems in scheduling, grading, curriculum modifications, staff meet-
ings, negotiations, enrollment reduction, and finances.

Each Assessment Center is headed by a director approved and
trained by the national staff. Directors are responsible for main-
taining quality control for efficient and effective center operation as
well as recruiting candidates for assessor training. The makeup of
the assessor team varies but typically includes former principals,
practitioners, university professors, superintendents, or state depart-
ment of education personnel.

There are two Assessment Center models. One assesses twelve
participants with a ratio of participants to assessors of 2:1. This was
the original NASSP model, but in an effort to reduce assessor work-
loads and time commitments, a six-participant model with a ratio
of 1:1 was adopted. This new ratio of participants to assessors is rig-
orously maintained throughout all the projects.
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Assessors are assigned to observe, record, and report on partic-
ipants’ behaviors during the exercises. Participants are observed by
a different assessor during each exercise. Written reports covering
behavior in all exercises are required for each participant. These
reports contain observations relating to each skill dimension and
result in a diagnostic tool on behavior dimensions for use by each
participant. The written reports serve as the basis for a discussion
among the assessors about each participant’s performance. The
assessors, working as a team, produce a final report that identifies
strengths, improvement needs, and suggestions for each partici-
pant’s development. The final report is the product of a consensus
discussion among the assessors about each participant’s performance
on all the behavior dimensions.

Skills assessed with the original model were problem analysis,
judgment, organizational ability, decisiveness, leadership, sensitiv-
ity, stress tolerance, oral communication, written communication,
range of interest, personal motivation, and educational values.

As the concept of school leadership has evolved from a more
managerial setting to one of instructional leadership, these areas
of assessment have also evolved. NASSP assessment and develop-
ment programs now use NASSP’s Skills for Principals, delineated as
follows:

Educational Leadership

e Setting Instructional Direction: Implementing strategies for
improving teaching and learning, including putting programs
and improvement efforts into action; developing a vision and
establishing clear goals; providing direction in achieving
stated goals; encouraging others to contribute to goal achieve-
ment; and securing commitment to a course of action from
individuals and groups.

e Teamwork: Seeking and encouraging involvement of team
members; modeling and encouraging the behaviors that
move the group to task completion; and supporting group
accomplishment.
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e Sensitivity: Perceiving the needs and concerns of others; deal-
ing tactfully with others in emotionally stressful situations or
in conflict; knowing what information to communicate and to
whom; and relating to people of varying ethnic, cultural, and
religious backgrounds.

Resolving Complex Problems

¢ Judgment: Reaching logical conclusions and making high-
quality decisions based on available information; giving prior-
ity and caution to significant issues; seeking out relevant data,
facts, and impressions; and analyzing and interpreting com-
plex information.

¢ Results Orientation: Assuming responsibility; recognizing when
a decision is required; taking prompt action as issues emerge;
and resolving short-term issues while balancing them against
long-term objectives.

e Organizational Ability: Planning and scheduling one’s own and
the work of others so that resources are used appropriately;
scheduling the flow of activities; establishing procedures to
monitor projects; practicing time and task management; and
knowing what to delegate and to whom.

Communication

e Oral Communication: Clearly communicating and making oral
presentations that are clear and easy to understand.

e Whritten Communication: Expressing ideas clearly in writing;
demonstrating technical language proficiency; and writing
appropriately for different audiences.

Developing Self and Others

e Development of Others: Teaching, coaching, and helping oth-
ers; and providing specific feedback based on observations
and data.



370 TuEe PrincipaL CHALLENGE

e Understanding Own Strengths and Weaknesses: Understanding
personal strengths and weaknesses; taking responsibility by
actively pursuing developmental activities; and striving for
continuous learning.

Although the original Assessment Center is still used in a few
locations, the program has evolved two new assessment models,
the Developmental Assessment Center (DAC) and Selecting and
Developing the 21st Century Principal.

NASSP assessment and development programs are delivered in
the following ways:

¢ Through a network of Assessment and Development Centers
e Assingle offerings by NASSP trainers

e Through an agreement in which NASSP trains local facilita-
tors to deliver NASSP programs according to local needs

Other NASSP Assessment programs include the following:

e Selecting and Deweloping the 21st Century Principal is a con-
temporary assessment tool that can help identify and develop effec-
tive school leaders. It is designed to measure leadership potential
by diagnosing behavioral strengths and development needs of
prospective principals. It is a simulation-based one-day assessment
center that is an outgrowth of the original Assessment Center. Par-
ticipants receive a detailed report on their strengths and improve-
ment needs.

e Developmental Assessment Center (DAC) is an assessment
program designed specifically for development, with an emphasis on
establishing (or revising) a personal plan for career advancement.
DAC provides potential leaders and current administrators with
specific information about their strengths, potential derailers, and
development possibilities they can use to build the skills they need
to be effective school leaders. Activities simulate administrative sit-
uations, and both assessors and participants engage in a reflection
session following each activity. This one-day process provides ver-
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bal and written feedback to each participant, including devel-
opmental suggestions tailored to individual needs. Assessors spend
one day observing activities and one day producing final reports for
participants.

e Superintendent Leadership Development Program (SLDP) is a
partnership between NASSP and AASA that gives current and
future school superintendents the information they need to con-
struct a development plan. SLDP does not provide information for
candidate selection; rather, it provides participants with informa-
tion for career development planning. The program was initiated
in 1991 by NASSP in partnership with the Kentucky State Depart-
ment of Education, Applied Research Corporation, and AASA to
develop a process to assist current and prospective superintendents
with in-depth career planning and development. Working with a
technical advisory task force of nationally recognized superintend-
ents and educational leaders, NASSP and AASA identified the key
skills, knowledge, and abilities of successful contemporary superin-
tendents. SLDP is a day-and-a-half experience for participants and
an additional day-and-a-half for assessors. Originally developed for
Kentucky, this assessment program is now being used in several
other states.

Development Programs. NASSP offers a variety of develop-
ment programs that address the specific skills administrators need
to be successful. All are based on the applied learning model and
incorporate adult learning principles. Each program focuses on skills
built on a foundation of key behaviors. Focused simulations, inte-
gral to these programs, provide participants with a safe environment
in which to practice and receive feedback about key behaviors. All
programs conclude with a tie back to the school that includes plan-
ning for further skill development at the work site.

e The 21st Century School Administrator Skills (SAS) Program is
designed to provide an opportunity to develop the skills assessed in
Selecting and Developing the 21st Century Principal and the standards
endorsed by the ISLLC. This three-day program provides a safe
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environment for new and potential school administrators to prac-
tice skills and receive feedback.

e Breaking Ranks Leadership is designed to develop and enhance
the knowledge and skills of high school leadership teams as they
seek to create whole-school change using the recommendations
cited in Breaking Ranks: Changing an American Institution, a report
from NASSP and the Carnegie Corporation (National Association
of Secondary School Principals, 1996).

e From the Desk of . . . is designed to develop and refine the
written communication skills of the site administrator. The three-
to five-day seminar is based on the unique communication needs of
school principals. Activities include more than thirty simulations
and role-plays.

e [EADER 123 is a three-day program designed to help prin-
cipals build instructional leadership skills. This unique experience
focuses on planning, developing, implementing, and measuring
skills required to support quality learning in the school and includes
practice in team leadership and shared decision making. It is
designed for principals, assistant principals, potential school admin-
istrators, and college personnel who are counseling and teaching
principals and assistant principals.

e Leading from the Middle is designed specifically for aspir-
ing and practicing middle school administrators; it combines the
research on effective practices with the instructional leadership
skills needed to make middle-level schools more effective. This
three-day training includes simulations, feedback, and the planning
of an instructional project to improve the school.

e [et’s Talk helps administrators use oral communication skills.
The content involves conversation, dialogue, and presentation of
information. This three-day program gives school leaders the oppor-
tunity to integrate communication theory with effective on-the-job
behavior and develop the ability to make a clear and effective pre-
sentation of facts or ideas; communicate with various audiences; be
a receptive listener and observer; and use voice effectively.
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e Mentoring and Coaching assists school districts, educational
service units, state departments of education, and universities in
preparing experienced school leaders to serve as mentors to pro-
spective and new school leaders. Mentoring and Coaching is a two-
day seminar designed to help experienced school leaders reflect on
their own leadership skills and learn how to share their expertise
effectively with less experienced educators.

® Succession Planning for School Leaders is a customized program
for school districts or other agencies that allows them to choose
from NASSP’s assessment and development programs for a locally
designed program to build a cadre of leaders.

NAESP

In addition to development opportunities offered through its vari-
ous workshops and publications, the National Association of Ele-
mentary School Principals offers an assessment tool for school
leaders. NAESP’s assessment program was developed in the mid-
1980s by Washington State principals and faculty at the University
of Washington (it was then called the Center for Assessment of
Administrative Performance, or CAAP). NAESP purchased the
program in 1991 and renamed it the Administrator Diagnostic
Inventory (ADI) to emphasize NAESP’s intention that it be used
solely for professional development planning.

In 1995, NAESP received funding from the Mott Founda-
tion for a two-year project to revise the process and develop a com-
puterized reporting capability. The project was able to reduce the
simulation from two days to one day and reduce scoring time from
several days to one day (for a maximum of twelve participants). The
name was changed once again, to the Professional Development
Inventory (PDI). Approximately four hundred K—12 practicing
and aspiring principals, mostly those entering graduate programs
at universities, have participated in the program since it was re-

named PDI.
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NAESP relies primarily on licensed assessment centers to
administer the program. The centers are typically state affiliate asso-
ciations, universities, a partnership of the two, or (in Texas)
regional education service centers. NAESP also has the ability to
conduct PDI sessions for districts or other groups not located in
states with a licensed center. In these instances, the simulation is
conducted and scored by NAESP’s PDI consultants.

Licensed centers have their own teams of assessors, and NAESP
has a group of assessors to accommodate centers that prefer not to
score locally. The numbers vary; however, fourteen assessors are rec-
ommended to complete scoring for twelve participants in one day.
The assessors are not present when the participants go through the
simulation. All responses are either written or videotaped and are
then read or viewed by assessors at a later date.

NAESP’s PDI construct and validity research is conducted by
Dr. Donald Coleman of the University of California-Fresno. Cole-
man recently presented two papers at the AASA conference in San
Francisco, one on validity studies he did on the ISLLC standards
and one on studies he did comparing PDI dimensions to the ISLLC
standards. His study indicated a high degree of correlation between
PDI and ISLLC. (In the second comparison, he points out that the
ISLLC standards reflect performance outcomes, while the PDI
dimensions reflect administrative application of management and
leadership procedural skills used to produce those outcomes.)

NAESP also offers a Certificate of Advanced Proficiency series.
This series of five three-day workshops was designed to provide
development in the leadership and management proficiencies (or
standards) identified in this section. During the course of each
workshop, participants are asked to plan related improvement proj-
ects they will complete back at their schools. Follow-up reports on
projects are required for program completion.

NAESP has devised Proficiencies for Principals that provide guid-
ance and direction for the preparation and professional develop-
ment of K—8 school principals. The Proficiencies are based on both
research concerning effective principals and the experience of prac-
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ticing administrators. What results is a set of proficiencies that
describe leadership and management skills and behaviors that effec-
tive principals need.

Leadership Proficiencies

Effective principals are leaders of leaders who place as their
highest priority the teaching and learning of students. They
sustain a quality environment and act morally and ethically
at every turn.

Leadership Behavior: Proficient principals possess values,
beliefs, and personal attributes that inspire others to achieve
school goals, build a school environment marked by colle-
giality and common purpose, work collaboratively and inno-
vatively, encourage shared decision making, and recognize
achievement among students and staff.

Communication Skills: Proficient principals know how to pro-
ject ideas and images — verbally, nonverbally, through tech-
nology, and in written communication. They also keep the
school community informed about the school and interact
with diverse groups of people with sensitivity and under-
standing.

Group Processes: Proficient principals mobilize others to col-
laborate in solving problems and accomplishing school goals
and capitalize on the talents and expertise of others. They
also understand the dynamics of change and effectively
apply group process skills.

Curriculum and Instruction: Proficient principals ensure that
their school’s curriculum is aligned with school goals, that it
has been developed cooperatively, and that it is appropri-
ately specific about knowledge, skills, values, habits, and
attitudes that students should develop. They also seek sup-
port for the instructional program, ensure that instruction is
appropriate and purposeful, and use staff expertise to pro-
mote a common core of learning.
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Assessment: Proficient principals monitor the school daily to
ensure that program and service goals are being met. They
also know the importance of evaluating student and staff
performance, reinforce success and remedy failure, under-
stand the sensitive nature of evaluation, and seek evaluation
of their own performance.

Administrative and Management Proficiencies

Effective principals possess strong organizational skills, man-
age fiscal resources well, and are effective at dealing with
political pressures.

Organizational Management: Proficient principals work with
members of the school community to set the school’s organi-
zational goals and priorities, manage a wide variety of tasks
and responsibilities, participate in professional development
and in reflective thinking, and are open to change.

Fiscal Management: Proficient principals understand the rela-
tionship between school goals and the budgeting process,
creatively find resources to support school programs, and
project future needs.

Political Management: Proficient principals deal effectively
with forces outside of school, generate public support for the
school, are involved in a variety of civic activities, and have
a practical knowledge of local, state, and national political
processes and their impact on the school.

NAESP is also in the process of developing six two-and-one-
half-day workshops addressing each of the six ISLLC standards.
Two have been completed so far:

Changing Systems, Changing Schools features the key concepts of
systems thinking, personal mastery and models, shared visioning,
and team learning. This interactive workshop will support partici-
pants as they complete the ISLLC Standard 1 self-assessment, learn
storyboarding as a strategy to help the school community revision
itself in the twenty-first century, and conduct an internal audit of
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the school’s learning community. Participants will learn how to
build their own professional development portfolio.

Reflective Practice in Teaching and Learning features the key con-
cepts of focusing the school’s vision in the day-to-day practices of
teaching and learning, continuous improvement of all school per-
sonnel, and portfolio-based assessment for teachers and administra-
tors. The workshop will support participants as they complete the
ISLLC Standard 2 self-assessment, learn the roles of school admin-
istrators supporting positive school climate centered in teaching
and learning, and develop a learning-organization culture that is
enhanced by changing curriculum conversations, curriculum on the
wall, and reflective journaling.

The consultant primarily responsible for developing the work-
shops is one of six principals who serves on ISLLC and conducted
one of their pilot portfolio projects at Illinois State University. The
workshops will provide research-based theory and best-practice
applications and will focus on principal professional development
as well as school improvement. At the conclusion of each work-
shop, participants will have completed their own portfolio and
reflections for the particular ISLLC standard addressed in that
workshop.

NAESP also offers a wide complement of workshops at its con-
vention and throughout the year. It works closely with state affili-
ates to offer programs of relevance to the development needs of its
membership.

ASCD

The Association for Supervision and Curriculum Development
has launched aggressive new efforts to promote the professional
nature of school leadership. These include publications as well as
institutes (meetings of one, two, or three days), academies, and
workshops. Several of the programs have the added benefit of qual-
ifying for graduate credit. Rather than assessment, many of the pro-
grams involve professional development and raising the level of
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understanding or experience on a given issue. Recent examples, as
described in ASCD’s marketing materials, include these:

e The Leadership Academy, designed to allow school teams to
align the vision, values, and purpose of the school; manage change
and maximize the return on scarce resources; use technology to
leverage educational outcomes; measure organizational perfor-
mance; and link strategic goals to classroom performance. Partici-
pants are able to continue the work of the academy for sixty days
through ASCD’s Web-based virtual learning community.

o Supporting Teachers of Diverse Learners, a review of vari-
ous instructional strategies that enhance student learning, includ-
ing differentiated instruction, brain-compatible strategies, and
performance assessment; and an opportunity to gain a greater
understanding of how the many ways honoring, celebrating, and
incorporating diversity can enhance achievement.

e The Principal as Staff Dewveloper, focusing on providing more
support to the teaching staff, how to be a better facilitator of staff
development, characteristics of a school culture conducive to learn-
ing and achievement, and ways to transform faculty meetings into
invitations to learn.

e Site-Based Decisionmaking introduces school leaders to the
skills, tools, and ideas needed to align education with economic
interests of business, political interests of constituents, social inter-
ests of parents, and the instructional needs of students; the dimen-
sions of effective stewardship; and ways to enhance results,
relationships, and risk taking.

e Using Brain Research in Working with Adults, designed to
enable participants to be more successful when working with school
councils, curriculum committees, and parent groups, by applying
new scientific discoveries on how people think and learn. This
institute investigates ways to think more creatively and motivate
colleagues and parents to stretch their imaginations.

Block scheduling institutes are offered for different levels of ele-
mentary and secondary schools:
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e Curriculum Mapping discusses tools for schoolwide and dis-
trictwide curriculum development and how mapping helps align,
improve, and integrate curriculum and assessment.

e Designing Standards-Based Schools, Districts, and Classrooms
guides participants through the process of designing a standards-
based system for the participant’s situation. Included is advice for
dealing with the most important issues of standards-based educa-
tion, such as the relationship between content standards and per-
formance standards; using performance tasks and portfolios in a
standards-based program; how to write your own standards; and
report cards and other strategies for reporting student progress in
standards-based schools.

® Building Local Support for Your School focuses on effective
communication and provides school leaders with a comprehen-
sive communications approach that includes discussion of the types
of information that need to be communicated; why and how to
address the needs of varied audiences; ways to reassure all partici-
pants in decision making; and skills that can be used to help pro-
mote positive relationships in the community.

e The Principal’s Role in Building a Professional Learning Com-
munity helps principals develop the capacity of their staffs to func-
tion as professional learning communities and learn specific
strategies for school improvement. Participants learn to identify and
overcome barriers to school improvement initiatives and to create
procedures and practices that ensure collaboration and continuous
improvement.

o [Increasing Parental Involvement imparts skills to involve par-
ents from diverse linguistic, social, and cultural backgrounds in
schools and districts in meaningful and effective ways. This insti-
tute introduces ideas and strategies that lead to successful home and
school partnerships, with topics such as how to recognize and build
on the strengths of the families and using community resources and
agencies.

¢ Building Capacity for Change explores school improvement
processes that raise achievement for all students and helps par-
ticipants understand how to engage all key stakeholders in the
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improvement processes. Participants also learn to use data on stu-
dent performance and improvement process indicators in their
decision making and to focus school and district staff on issues that
have the greatest potential.

In addition to these examples, ASCD’s extensive offerings
include interactive multimedia courses specifically designed for
Web-based training. Each course includes interactive lessons and is
supplemented with reading material and access to discussion groups.
Topics include the brain, differentiating instruction, effective lead-
ership, global education, multiple intelligences, parents as partners
in schooling, planning for technology, and systems thinking.

Models of Success
In addition to the offerings from AASA, ASCD, NAESP, and

NASSP, many excellent district and state programs to recruit and
retain high-quality principals are available. An entire section of the
ERS report The Principal, Keystone of a High-Achieving School:
Attracting and Keeping the Leaders We Need (Educational Research
Service, 2000) focuses on dozens of excellent model programs that
have proved effective. Districts and states, often in conjunction
with the national or state principals’ associations, have been quite
innovative when it comes to “grow your own” principal programs
and in encouraging individuals who already hold principal certi-
fication to serve as principals for the first time. Examples include
the following:

e Aspiring Principals Program Workshops developed by the
National Association of Elementary School Principals. Offered
through NAESP’s state affiliates, “these one-day workshops are
designed to offer insights into the day-to-day roles and responsibil-
ities of the principalship.” In Previewing the Principalship, partici-
pants learn about a principal’s daily routine, prioritize tasks, review
the latest materials about principals’ current roles, and begin to map
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personal career plans. To add greater depth, participants inter-
act with a panel of principals willing to share their professional
experiences.

e Two programs by the Jefferson County (Kentucky) Public
School District and the University of Louisville Department of
Administration and Higher Education —Identifying and Developing
Educational Administrators for Schools (IDEAS) and Principals for
Tomorrow. IDEAS was “developed to provide an opportunity for
current district personnel who have been identified as well-qualified
but who do not have a principal certificate” to learn more about
leadership in the school environment. Participants spend eight to
ten hours per week with a principal and participate in “observations
and interviews of school and community leaders, completion of
leadership modules, presentations, portfolio development, case
study development, opportunities for teamwork”; they also “attend
panel presentations made by people such as principals, counselors,
and supervisors, and internship activities.” Participants in the Prin-
cipals for Tomorrow program must be certified for the principalship
but not currently working as a principal. The goal of the program is
to “improve the readiness of the candidates for the principalship by
enrolling them in a comprehensive year-long program designed to
enhance instructional and administrative skills. Planned instruc-
tional activities, simulations, field experiences, internship experi-
ences, mentoring, and constructive feedback characterize the
program,” which includes more than four hundred intern hours and
training under the guidance of an NASSP-trained mentor. How
successful is the program? ERS reports that “of the 19 principalship
vacancies for 199899, 14 were filled by past participants” in this
program (Educational Research Service, 2000).

e Pennsylvania’s Governor’s Institute for School Leadership. Par-
ticipants in this weeklong program can include teachers and admin-
istrators. They engage in “critical self-analysis, peer observation and
feedback, cognitive coaching, and collaborative research.” The
institute encourages superintendents, educational associations, and
private schools to nominate potential participants. Developed by
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the state department of education, Shippensburg University, and
the Pennsylvania Association of Elementary and Secondary School
Principals, the institute demonstrates the potential for collabora-
tion among different stakeholders with the same goal: effective
school leadership.

e The Association of Washington School Principals is devel-
oping “performance indicators” for a principal’s job responsibilities
and a list of “authentic assessment options for each responsibility.”

e The two-year New Principal Assistance Program developed by
the Cooperative Council of Oklahoma School Administrators and
Oklahoma State University is designed to build skills that first- and
second-year principals may not have received in a university-based
administrator training program. The curriculum of the program
focuses on dilemmas faced by new principals and relies on the
expertise of “veteran principals as well as university and association
staff.”

¢ The Elementary and Middle School Principals of Connecti-
cut and the Connecticut Association of Schools provide mentor-
ing-skills training to veteran principals and then partner them with
new principals. Participants use e-mail as well as face-to-face and
other communication to share best practices. Also offered is “Sur-
viving and Thriving in the First Years of the Principalship,” which
gives practical advice and encourages participants to analyze their
schools “in relationship to those school characteristics that ensure
greater academic achievement for all students” and to “assess areas
for change and identify the processes and timelines necessary to
ensure success.”

e Principals Make the Difference in Standards-Based Reform, a
professional development program for middle school principals in
the Corpus Christi, Texas, and Jefferson County, Kentucky, school
districts. Funded by the Edna McConnell Clark Foundation and
coordinated by NASSP, participating principals in this program
have worked to identify “ways in which principals might work with
teachers to improve instructional planning,” “how principals can
ensure that teacher evaluation is meaningful and productive,” and
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ways in which the principal can work with the faculty to promote
quality work among students. Results of the project will be shared
with educators across the country.

Association Initiatives on the Horizon

As detailed in the preceding section, school leadership associations
have been active in providing assessment and development pro-
grams that are often quite effective. Why haven't these programs led
to more systemic elevation of the profession? Why haven't leader-
ship preparation programs received more attention? Often it is
because these initiatives are highly specialized and attack one
issue — they are not part of a more systemic effort. A systemic effort
requires that many organizations combine resources. In offering a
rationale for the dearth of attention paid to the profession, David
Mandel, author of NPBEA’s Recognizing and Encouraging Exem-
plary Leadership in America’s Schools (2000), writes, “The institu-
tional leadership functions in schools and school districts are one
step removed from the core functions of the institution, teaching
and learning. Consequently, the policy community has correctly
placed substantial emphasis on what is to be taught, how we teach,
and who teaches. This is all to the good, but by itself insufficient.
[t is insufficient because the way in which schools are organized,
structured, financed, and governed requires that a major dose of
leadership be applied if we are to achieve real improvement in who
teaches, how they teach, and what they teach” (p. 2).

Now, however, significant attention is being paid to this issue
of leadership. As previously mentioned, all the school leadership
organizations support eliminating institutional weaknesses through
elevation of the profession and high professional standards. The
ISLLC standards have made some progress in redefining what
school leaders need to know and be able to do. This has in turn
spotlighted improving preparation programs and viewing school
leaders as instructional leaders. But that job is far from complete. In
fact, there is no substantial consensus among university preparation
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programs on how this will be accomplished. School leadership asso-
ciations must be ardent advocates for the reforms required in prepa-
ration programs.

American Board for Leadership in Education

These efforts at the “entry level” will reap dividends in the future.
As important, however, is the cultivation of the school leader who
has made it past the first hurdle of licensure. We seek to promote
among principals themselves the “notion that there are higher stan-
dards to which they might aspire, that there are greater levels of
competence and professionalism that they might work toward,
[and] that they are just at the beginning, not the end, of their devel-
opment as leaders,” concepts that Mandel (2000, p. 4) describes as
foreign to school administration today.

One promising initiative that school leadership organizations
have proposed, most recently through Recognizing and Encouraging
Exemplary Leadership in America’s Schools, is the advanced certi-
fication of school leaders. It describes a system that closely mimics
National Board Certification for teachers, which focuses not on
minimum standards for beginning teachers but on growing novice
and existing teachers “into highly accomplished practitioners”
(Mandel, p. 5).

The NPBEA report foresees the following benefits of the Amer-
ican Board for Leadership in Education (Mandel, 2000, pp. 5-7):

e Standards. For the first time, members of the profession would
come together not to formulate what beginning practitioners need
to know and be able to do but to establish a set of professional
norms for exemplary practitioners. Codifying such a professional
consensus around best practices is the mark of a genuine profession,
for only when a profession can articulate what expertise character-
izes a full-fledged member of its field can it claim to be a profession.

e Professional education. The existence of advanced standards
means that for the first time, there will be a set of high standards to
guide all phases of the education and training of administrators,
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from initial preparation through licensure and initial practices and
then on to advanced practices.

® Recognition of excellence in education leadership. Administra-
tors who have developed over time into first-rate practitioners
deserve, like teachers, to be recognized by their peers for their
accomplishments. This affirmation of the quality of their work
would create an incentive for excellence and professional growth
where few such incentives currently exist. It would also establish
a vehicle for school systems to encourage such growth by tying
both improved compensation and greater responsibilities to board
certification.

e Quality assurance. As school systems seek to develop and put
in place highly effective administrators who can lead the transfor-
mation of schools and school districts, the existence of a valid, reli-
able, and fair system to identify such administrators would be of
substantial assistance in selecting new leaders and placing highly
competent administrators in settings most in need of renewal and
improvement.

e Mobility and the administrator labor market. Although
advanced certification of administrators will not by itself solve the
problem of state retirement systems that tend to pin down able
administrators, it could contribute to a general opening of the labor
market for such professionals by introducing an objective qualita-
tive dimension to evaluations and hiring decisions.

Though licensure is ultimately the domain of the individual
state, association involvement in advanced certification is essential
and appropriate in the quest to raise the standards of the profession.
As NPBEA echoes, school leadership professionals and the associ-
ations that represent them “have the responsibility to establish high
standards of excellence that are inappropriate for beginning practi-
tioners, but set a goal to which members of the profession can aspire
over time as they gain experience, build their knowledge, hone

their skills, and develop the ability to make tough professional judg-
ments” (Mandel, 2000, p. 7).
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A Blueprint
NPBEA (Mandel, 2000) provides the following blueprint for this

voluntary advanced certification:

1. Standards Development. The first step must be to create an
open and public process for the profession to reach consensus posi-
tions on the essential ingredients of exemplary practice. Mandel
recommends a close examination of NPBEA, the Educational
Leadership Constituent Council, and ISLLC work, among others,
as well as a review of the broader management and organizational
literature. To achieve this, Mandel recommends creation of one or
more standards committees representing a variety of professions and
that the committee work be subject to professional and public cri-
tique prior to submission to the governing body.

2. Architecture of the Certificates. The NPBEA report lays

out several options for the structure of the certificate:

¢ One certificate for both principals and superintendents

e Two certificates: one for principals and one for superinten-
dents

e Four certificates: one for elementary principals, one for middle
school principals, one for high school principals, one for
superintendents

e Differentiation through endorsements (for example, offering a
single principal certificate along with the option of allowing
candidates to earn an endorsement as an elementary, middle,
or high school specialist)

3. Prerequisites. Regardless of personal style or knowledge on
the first day as principal, to become an exemplary leader requires
experience and the gaining of additional knowledge and skills.
Mandel recommends an experience requirement of three to five
years as a prerequisite for consideration for advanced certification.
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“The number of years should be low enough to allow for the excep-
tional individual to apply, but not so low as to blur the distinction
between licensing and certification. Conversely, it should be high
enough to avoid the [board’s] having to compromise its principles
and set a standard below par (to ensure a plausible pass rate), but
not so high that it discourages promising candidates by making
them wait an inordinate number of years to apply” (p. 10).

4. Assessment Development. Mandel cites the possibility of
on-site administrator observations, computer administered exami-
nations, and video portfolios to aid in the assessment process.

5. Renewal. If the certificates “are not to be certificates for life,
as there is broad agreement that a mark of a professional is keeping
abreast of developments in one’s field and continually striving to
strengthen one’s practice” (p. 12), then the renewal cycle of the
certificate as well as the renewal process must be addressed.

To implement this blueprint, Mandel recommends the creation
of a new institution. Although the governing board of this new
institution would include individuals from a wide variety of profes-
sions, the institution would be independent to guard against the
“appearance, if not the reality, of potential conflicts of interest that
inevitably can arise in such professional enterprises” (p. 13).
Regarding the board, Mandel also recommends (pp. 14-15):

e That a majority of the governing board members should be
practicing principals and superintendents

e That up to one-third of the board membership should be
drawn from outside the profession

e That a possible mix of the twenty-plus board members might
be fifteen administrators (five each from the ranks of elemen-
tary, secondary school, and superintendents) and seven or
eight educators and others (teachers, parents, local school
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board members, college faculty, state policymakers, and busi-
ness and community leaders)

e That the advantages and disadvantages of allotting seats (one
or two) for each of the administrator organizations (AASA,
NAESP, NASSP) should be carefully considered prior to

implementation

Mandel further recommends the sending of an unmistakable mes-
sage that the board represents the profession’s taking responsibility
for its own high standards for exemplary practices— standards it is
prepared to defend and will encourage its members to meet.

NPBEA and its member organizations are carefully review-
ing the recommendations and have begun to develop strategies to
further the process. By seizing this opportunity, associations are
playing a critical advocacy role, representing the voice of the pro-
fession. School leaders are calling for higher standards, and their
associations must encourage them to play a key role in standards
development.

Other Initiatives

In addition to the excitement building around this concept, asso-
ciations are undertaking several initiatives to improve the num-
ber of high-quality school leaders. They confront an ever-present
dilemma: their members do not make decisions about their own
assessment and development. It is difficult to provide superinten-
dents, principals, and assistant principals the necessary assessment
and development training when scarcity of resources prohibits mar-
keting to the professional development decision makers: the state
departments of education, the local school board, individual school
staff development directors, and so on. This challenge, along with
modes of assessment and development delivery, may have entered
a new era with the advent of sophisticated and more affordable
technological tools.
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For many years, associations have served as clearinghouses for
research on leadership and best practices. This role will grow and
become significantly more specialized and focused on individuals as
fast as the technology allows. Peer-tested, individualized clearing-
house resources will be available at the touch of a button. The qual-
ity of the content supplied by associations will improve dramatically
with the proposed new initiatives in leadership development and
the sharing of success stories.

An example of the vision associations have for the profession
and new ways to train principals is NASSP’s creation of the
National Academy for School Leadership Development (NASLD).

The academy will serve several purposes:

e [t will develop training for new, aspiring, and experienced
principals and assistant principals. The content will be based on
best practices for training and development and on the guidelines
and principles in the major school reform documents, Turning Points
2000: Educating Adolescents in the 21st Century ( Jackson and Davis,
2000) and Breaking Ranks: Changing an American Institution
(National Association of Secondary School Principals, 1996).

e [t will deliver training that uses a variety of methods and
content approaches to meet the needs of all principals, regardless of
geographical location or economic means. Efforts will focus on the
creation of cooperative arrangements with NASSP’s state affiliates
and other partners to offer regional and state summer and weekend
institutes, computer-based distance learning, on-line developmen-
tal activities, and national conferences.

e It will create “tool kits” for new principals and assistant prin-
cipals that include conferences and on-line services (such as help
hotlines, assessment, mentoring advice, networks of colleagues, and
“career opportunity centers”). These activities will connect the
realities of school leadership to the needs associated with profes-
sional growth and certification while helping increase the retention
rate of new principals, especially in urban schools.
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e [t will create an advanced certification program for principals
(as detailed earlier). Beyond creating and offering such certification,
it is necessary to work with states to create a level of acceptance for
the process that results in recognition of “master principals” who
receive appropriate monetary compensation for achieving an exem-
plary level of competence and site-based leadership.

e [t will create a national think tank and national policy cen-
ter that will formulate and present the best thinking and writing on
the most important and most timely issues affecting the secondary
school principalship. A center that brings together the best thinkers
in education and the humanities can have major impact on the
principal’s role, professional development, and quality of prepara-
tion. It can generate ideas, research, influence, and action on major
issues, including the principal’s image, the principal as instructional
leader, secondary school reform, and school safety.

In addition to these proposed efforts, several associations
currently offer continuing education unit credits for relicensure.
This trend will continue to grow and become a significant benefit
to states, principals, and superintendents as the need for ongo-
ing development becomes the norm. Some existing assessment and
development programs allow for franchising of the programs (that
is, the programs are developed nationally but conducted locally or
regionally with quality control exercised by the national or state
associations). The creation of new certification criteria will open
up new possibilities for programs of excellence to be replicated
nationally.

On another front, both national and state associations are
working with state departments of education to investigate other
possible remedies to the principal shortage, including alternative
certification, incentives to encourage qualified individuals to apply
for principal positions, changing provisions of state retirement sys-
tems to make it financially more attractive for retired principals to
return to the public education system, and establishing “grow your
own” principal programs. Preliminary results from a new ERS sur-
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vey show that the number of states allowing or proposing alterna-
tive certification programs is significant. As the number of “grow
your own” principal and alternative certification programs increases,
associations must be vigilant to ensure that they provide the pro-
fession with the appropriate resources to encourage candidate and
program excellence.

National associations and their state affiliates must be prepared
to take the lead in debates about the effectiveness of these efforts as
we continue to “police the profession” for the benefit of students,
not for the sake of expediency. Even though steps being taken to
form a new professional board for certification are exciting and nec-
essary, it is essential that we pay attention to standards at all levels
of the profession. If we leave the back door open to less than quali-
fied candidates for the profession while we focus on national board
certification, we will have done a disservice to the profession and to
the students who rely on us. If we are to truly make a difference, we
must be the voice for excellence at all levels and at all entry points
to the profession.

References

American Association of School Administrators. Professional Standards for the
Superintendency. Arlington, Va.: American Association of School
Administrators, 1993.

Council of Chief State School Officers. Interstate School Leaders Licensure Con-
sortium Standards for School Leaders. Washington, D.C.: Council of
Chief State School Officers, 1996. [http://www.ccsso.org [isllc.html].

Educational Research Service. Is There a Shortage of Qualified Candidates for Open-
ings in the Principalship? Arlington, Va.: Educational Research Service,
1998.

Educational Research Service. The Principal, Keystone of a High-Achieving School:
Attracting and Keeping the Leaders We Need. Arlington, Va.: Educational
Research Service, 2000.

Griffiths, D. E., Stout, R. T., and Forsyth, P. B. (eds.). Leaders for America’s Schools:
The Report and Papers of the National Commission on Excellence in Educa-
tional Administration. Berkeley, Calif.: McCutchan, 1988.

Hodgkinson, H. Secondary Schools in a New Millennium: Demographic Certainties,
Social Realities. Reston, Va.: National Association of Secondary School

Principals, 2000.



392 THE PrincipaL CHALLENGE

Jackson, A. W., and Davis, G. A. Turning Points 2000: Educating Adolescents in the
21st Century. New York: Teachers College Press, 2000.

Mandel, D. R. Recognizing and Encouraging Exemplary Leadership in America’s
Schools: A Proposal to Establish a System of Advanced Certification for
Administrators. Arlington, Va.: National Policy Board for Educational
Administration, 2000.

Murphy, J., and Forsyth, P. B. (eds.). Educational Administration: A Decade of
Reform. Thousand Oaks, Calif.: Corwin Press, 1999.

Muse, 1., and Thomas, G. J. “The Rural Principal: Select the Best.” Journal of
Rural and Small Schools, 1991, 4(3), 32-37.

National Association of Secondary School Principals. Breaking Ranks: Changing
an American Institution. Reston, Va.: National Association of Secondary
School Principals, 1996.

National Association of State Boards of Education. Principals of Change: What
Principals Need to Lead Schools to Excellence. Alexandria, Va.: National
Association of State Boards of Education, 1999.

National Center for Education Statistics. “1993—-94 Schools and Staffing Sur-
vey.” In U.S. Department of Education, The Digest of Education Statistics,
1996. Washington, D.C.: Government Printing Office, 1997.

National Policy Board for Educational Administration. Improving the Prepara-
tion of School Administration: An Agenda for Reform. Arlington, Va.:
National Policy Board for Educational Administration, 1989.

National Policy Board for Educational Administration. Alternative Certification
for School Leaders. Arlington, Va.: National Policy Board for Educa-
tional Administration, 1990.

Thomson, S. D. Principals for Our Changing Schools: The Knowledge and Skill Base.
Arlington, Va.: National Policy Board for Educational Administration,
1993.

Thomson, S. D. “Causing Change: The National Policy Board for Educational
Administration.” In J. Murphy and P. B. Forsyth (eds.), Educational
Administration: A Decade of Reform. Thousand Oaks, Calif.: Corwin
Press, 1999.



Appendix A
The National Institute
for School Leadership:

Design for a New Institution
to Train School Leaders

The chapters in this volume were commissioned as part of a larger
effort, described in the Preface, to respond to the request of several
national foundations to design a new institution to prepare school
principals. In Chapter One, we, the editors, presented our own
analysis of the issues, which is the basis for the design we were
requested to produce. In this appendix, we describe the design for
that institution, the National Institute for School Leadership, and
how it will operate.

Broad Shape of the Design

The National Institute for School Leadership (NISL) is headquar-
tered in Washington, D.C., and managed by the National Center
on Education and the Economy.

The NISL Charter

The mission of NISL is to enable principals to acquire the skills and
knowledge they need to produce substantial gains in student
achievement in their schools. Our aim is to deliver a very high
quality program for this purpose, designed to extend its reach
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quickly to the largest possible number of school leaders with no loss
of quality.

Partnership with Districts and Local Universities

Figure A.1 shows the outline of the design for accomplishing
this goal. NISL will not train or educate individual principals but
will rather join in close partnerships with school districts, interme-
diate districts, states, school management companies, and schools
of education for this purpose (in the remainder of this description,
when we refer to “districts,” we usually mean all of these types of
jurisdictions).

Figure A.1. Schematic of NISL Operations.
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NISL Executive Development Program

The initial program of NISL is an executive development program
targeted at experienced school principals.

Local Partners

The districts the NISL partners with must be committed to stan-
dards-based, results-oriented policies and strategies for raising stu-
dent achievement, because that is the kind of system we propose to
educate and train school leaders to serve in.

Each partner district is asked to appoint a set of district execu-
tives and, when possible, local university faculty to serve on a team
whose task it will be to design the local school leadership system
and to train the local principals. For a medium-sized district, the
team will typically consist of four principals (two for the elementary
schools and one each for the middle school and high school level),
the district human resource director, two other top district staff, and
two university faculty members.

This local team will be trained by NISL to deliver the NISL
curriculum (to be described shortly) to the principals in the system
and to serve as their coaches. The local team will also have the task
of redesigning the job of the principal to make it practicable. In
all these roles, the team will have strong support from NISL, as you
will see.

NISL’s Role

At the core of NISL’s role is the creation of a powerful curriculum
for the development of school leaders and managers. This curricu-
lum is specifically designed to support the development of princi-
pals who see their task not as keeping school but as creating a new
kind of high-performance school dedicated to bringing all of its stu-
dents up to an internationally benchmarked standard of perfor-
mance as quickly as possible. This curriculum has been designed for
delivery in a face-to-face setting and also via the World Wide Web.
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NISL trains the district teams to deliver this curriculum to prin-
cipals in their jurisdiction at a high level of quality. In addition to
its own staff, NISL has a national cadre of coaches and consultants
that the local teams can engage to assist them as they develop the
skills and knowledge of their own school leaders.

At the same time, NISL provides continuing technical assis-
tance to the local team to assist with the design and implementa-
tion of both the local professional development system for school
leaders and the redesign of the principals’ job and the way it fits into
the whole local accountability system. NISL assigns one of its staff
members to each district to serve as the coach for the whole pro-
gram and to engage specialized help from others on particular
aspects of the development program as needed.

In sum, NISL has three related but distinct operations to sup-
port the local program: (1) curriculum development, including
elaboration of Web-based systems; (2) training operations, for deliv-
ery of the curriculum to the local teams; and (3) technical assis-
tance, to provide assistance for all the purposes just described.

Funding

In the main, aspiring principals pay for their own graduate educa-
tion, in the expectation that the district will reimburse them for it
by moving them up on the salary schedule. The district, by doing
that, forfeits any say about the program these people take or its fit
with the needs of the district. Later the district may pay for training
for school principals, but it is unlikely to fit into any overall design.
In the system we have in mind, most of the customers of NISL will
be districts and other jurisdictions, not individuals. They will make
this investment for the same reason corporations and the military
do—as a means of achieving their goals and improving their effec-
tiveness. By our analysis, this will require spending little, if any,
monies beyond what they now spend, but it will require spending
them differently.
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Advantages of This Design

This design presents numerous advantages over existing programs.

e [t focuses on the most important goal. This goal is not main-
taining the current system but rather finding and training the lead-
ership needed to put a more effective system in place.

e [t ties training to district goals. The design overcomes the cur-
rent isolation between the university-based training programs and
school districts and builds one coherent system for integrating the
district strategy for raising student performance, professional devel-
opment for leaders, and school practices. Everywhere we went, we
were told that effective professional development for leaders and
managers requires integration with the goals, strategies, and systems
of the employers of the people being trained. This design accom-
plishes that.

e [t deals with the problem of the undoable job. As a practical mat-
ter, this problem is most likely to be solved by districts and states
moving toward standards-based, results-oriented policy systems
by raising principals’ pay, restructuring the job, and strengthening
principals’ authority. By building strong partnerships with the juris-
dictions already most highly motivated to make such changes,
NISL finds the most fertile ground for its style of training and
makes it more likely that the training will pay off in better student
performance.

e [t brings universities into the fold. This design builds in the uni-
versities and is designed to change both their programs and their
relations with local districts. Local universities have seats on the
local teams that will put this design into operation, and their faculty
members will be members of the faculty for the local training of
school leaders. They will be teaching the national curriculum, but
they may add to it and offer their own credits, certificates, and
degrees to the people who successfully complete it or parts of it. Just
as important, they will be equal partners in a common enterprise
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with the district staff. This should put them in a better position to
find out what the districts need and to respond to those needs.

Having laid out the broad design of NISL, we will turn now to
a more detailed description of some of its key elements.

The Starting Point: An Executive Development
Program for New School Principals

The program is designed for principals who have been on the job
for one to five years. We think of this as a program very like the
executive development programs currently popular in the business
world. If the aim is to make the biggest possible difference as fast as
possible, then the place to start is with people already in the job.

But there is another reason for focusing on practicing prin-
cipals early in their career. Research shows that most aspiring
principals are interested in learning only what they need to know
to survive their first day on the job. Thinking about it in military
terms, they are focused on tactics and are not yet ready for opera-
tions, much less strategy. After they have been in the job long
enough to have confidence in their survival, they begin the process
of perfecting their craft, function by function. Only after they have
done this for a while, if ever, are they ready to develop their ability
to draw on all the functions to create comprehensive strategies for
achieving overarching goals. Each stage is important, and our cur-
riculum materials support each stage. But we think that the highest
payoff in the near term will come from concentrating on the later
stages among people who already have some seasoning.

Curriculum for the NISL Executive
Development Program

The NISL curriculum consists of two years of coursework taught
locally. There are four courses, each consisting of three or four units
each, as follows:
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Course 1: World-Class Schooling: Vision and Goals

Unit 1: The Educational Challenge. This unit explains why
fundamental changes in the international economy have resulted
in greatly raised educational requirements for all citizens in the
advanced economies and why social development and ethical
behavior are no less important than high academic achievement. It
helps the participant make a realistic assessment of the challenges
that schools must meet if the new standards are to be achieved,
including the corrosive effect of pervasive low expectations for
many poor and minority students. And it is designed to help the
participants accept and embrace the goal of getting every student
ready for college without remediation by the time that student
leaves high school.

Unit 2: Standards-Based Instructional Systems. The purpose
of this unit is to help the participant develop a sophisticated under-
standing of the components of standards-based instructional sys-
tems and the ways those components can be combined to produce
very powerful effects on student performance. Participants learn
about different kinds of standards and assessments available and the
appropriate uses of each. They learn how to distinguish assessments
that are genuinely aligned to standards from those that are not.
They learn how to build curriculum frameworks designed to array
topics in a logical way to enable students to reach standards over a
period of years and how to analyze and select instructional materi-
als that are aligned with the standards and the frameworks. Most
important, they learn what the role of the principal is in ensuring
that his or her school has a fully aligned instructional system that is
focused on the standards and is internally coherent and consistent.

Unit 3: The Principal as Strategic Thinker. The purpose of
this unit is to enable the participant to think strategically about the
challenges he or she faces and to put together a clear and power-
ful strategy for addressing these challenges. Much of this unit draws
on literature and experience from business and the military, but
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participants are asked throughout the unit to apply what is learned
to the world of the school. Participants are introduced to the dis-
tinctions among tactical, operational, and strategic thinking. They
are shown how to take all aspects of the problem to be solved into
account, how to systematically assess the challenges to be overcome
and the assets to be mobilized. And they are introduced to the ele-
ments of planning required both to construct a viable strategy and
to execute it successfully.

Unit 4: The Principal as School Designer. The purpose of this
unit is to enable the participant to take on the role of leading the
faculty in the development of a powerful, coherent school design.
This incorporates a design for the school’s instructional system,
the elements of which we have already described, as well as all the
other elements of the school operation, which must be aligned with
and supportive of the instructional system if it is to succeed. This
includes everything from the master schedule to the budget alloca-
tion process to the way parents are involved in the education of
their children. Participants also learn how to assess designs offered
by third parties, how to select such designs in light of the needs of
their own schools, and how to adapt and extend those designs to fit
those needs.

Course 2: Focusing on Teaching and Learning

The purpose of this course is to give the participant access to
the best research the world has to offer on the issues that relate to
standards-based education and the role of the principal in leading
his or her school to high performance. The research is distilled into
a series of principles related to learning, teaching, and curriculum.
The principal is asked to consider the implications of those prin-
ciples for the redesign of the school in the context of the new
accountability systems and standards.

Unit 5: The Foundations of Effective Learning. This unit
focuses on the particular role of the school leader in making sure
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that the way the school operates reflects each principle of learning,
teaching, and curriculum.

Unit 6: Leadership for Excellence in Literacy. The purpose of
this unit is to enable the participant to be an effective instructional
leader in this crucial area of the curriculum. The aim is not to turn
the principal into a literacy expert but rather to enable the princi-
pal to recognize the key elements of best practices in the field of lit-
eracy and provide the principal with sound criteria for judging
whether the school has an effective literacy program and some prac-
tice in using those criteria. Also included in this unit is instruction
designed to enable the participant to recognize the key features of
effective safety net programs in literacy so that he or she can exer-
cise leadership, if necessary, in the development of such programs
to ensure that all students are literate, regardless of their level of lit-
eracy when they entered the school.

Unit 7: Leadership for Excellence in Mathematics. The pur-
pose of this unit is to enable the participant to be an effective
instructional leader in this crucial area of the curriculum. The aim
is not to turn the principal into a mathematics expert but rather to
enable the principal to recognize the key elements of best practices
in the field of mathematics and provide the principal with sound
criteria for judging whether the school has an effective mathemat-
ics program and some practice in using those criteria. Also included
in this unit is instruction designed to enable the participant to rec-
ognize the key features of effective safety net programs in mathe-
matics so that he or she can exercise leadership, if necessary, in the
development of such programs to ensure that all students have the
necessary mathematical skills and knowledge regardless of their
level when they entered the school.

Unit 8: Promoting Professional Knowledge. The purpose of
this unit is to enable the participant to lead a schoolwide effort to
continuously develop the professional knowledge and skills of the
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faculty. This means establishing a culture in which every profes-
sional on the staff is expected to be learning all the time and in
which professional development is seen by the whole faculty as the
most important tool by which it acquires the skills and knowledge
it needs to implement successfully the strategies and designs the
school has adopted for improving student achievement. Partici-
pants learn how to promote organizational learning through analy-
sis of its successes and failures, through benchmarking best practices
beyond the school, and through disciplined searches for proven
knowledge that bears on the challenges the school faces. Finally,
the participant learns what to look for as he or she walks around the
school and observes classrooms and how to use those observations
as the basis for mentoring the faculty over time.

Course 3: Developing Capacity and Commitment

Unit 9: The Principal as Instructional Leader. The purpose
of this unit is to enable the participant to reflect on his or her role
as an instructional leader and to learn how to play that role effec-
tively, alone or in combination with other members of the leader-
ship team. The participant looks back in time to understand how
the role of the school principal came to be disassociated from
instruction in the United States, as opposed to most other industri-
alized nations, and reflects on the forces now at work to restore the
principal’s role as instructional leader. The participant is introduced
to a variety of ways in which the role of instructional leaders can be
allocated among two or more people who together assume the func-
tion of the principalship and considers how best to allocate respon-
sibility in his or her own school for this function.

Unit 10: The Principal as Team Builder. The purpose of this
unit is to enable the participant to understand the power of teams
to get the work of the school done and to develop the knowledge
and skills needed to build effective teams in his or her school. Par-
ticipants learn how to define the goals for teams, recruit and select
their members, and motivate and coach them to success.
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Unit 11: Creating a Culture That Is Ethical, Results-
Oriented, and Professional. The purpose of this unit is to enable
the principal to understand the role that organizational culture
plays in determining the capacity of the school to raise student
achievement, to give the participant the skills and knowledge to
build an effective culture, and in particular to enable the participant
to be an effective moral leader of the school. The participant learns
how to analyze the culture of the school from a variety of perspec-
tives and how to build a healthy, positive culture that is focused on
results and values, supports professional behavior, and upholds eth-
ical and moral principles.

Course 4: Driving for Results

Unit 12: The Principal as Driver of Change. The purpose of
this unit is to enable the participant to design, lead, and drive a
change process calculated to produce steady improvement in stu-
dent achievement. The participant learns to analyze the motiva-
tions of the various participants in the process, to identify friends
and foes, and to maximize the former at the expense of the lat-
ter over time, moving steadily from small wins to substantial gains.
The principal should also learn how to identify root problems and
causes, gather intelligence and formulate a plan on the basis of
appropriate data, set performance targets, select strategies, and
develop sound implementation plans.

Unit 13: Managing for Results. In this unit, the participant
focuses on the crucial role of data in the drive for results, including
setting targets and collecting, displaying, and analyzing data on pro-
gram implementation and student progress in relation to standards.
The participant also learns how to use data in the process of setting
goals, monitoring progress, allocating and reallocating resources,
and managing the school program. Finally, the participant inte-
grates materials from earlier units that relate to the crucial role of
the principal in providing a vision of the results worth achieving,
keeping that vision constantly in front of the school community
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and allocating responsibilities to everyone involved for realizing
that vision.

Unit 14: Standards-Based Reform Project. In this last unit,
the participant focuses on a project defined by the school dis-
trict that provides an opportunity for the participant to use much
of what has been learned in the executive development program.
The project must meet certain criteria defined in the course mate-
rials, one of which is that it is a project with real value and impor-
tance to the district, apart from its educational value for the
participant.

Program Pedagogy

Part of the curriculum is delivered in face-to-face format and part
using Web-based technology. The Web-based part of the program is
highly interactive. Heavy use is made of case studies in both video
and print form. Games, simulations, scenarios, and action projects
are employed. Access is provided to a wide variety of on-line infor-
mation sources. Dozens of national and international experts from
the fields of education, cognitive psychology, organizational studies,
sociology, policy studies, economics, business, the military, and
other fields were interviewed for this program and appear in video
throughout the curriculum.

The pedagogy grows out of the kinds of problems these princi-
pals can be expected to encounter on the way to achieving a high-
performing school. Participants work together in cohorts and study
groups. At times they work on the tasks set by the curriculum. At
times they are pursuing issues that grow out of the challenges they
currently face in their schools and districts. The projects they work
on result in products of real value to them as they learn how to
think strategically about how to achieve their goals and implement
their plans.

As the participants proceed through the curriculum, they are
supported by their coaches. All the courses will be on the Web,
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sometimes as the primary learning mechanism and sometimes for
review after completion of the face-to-face version.

Program Delivery and Technical Assistance

The training program for jurisdiction teams, conducted by the
NISL national staff, lasts three years and takes place at national
training locations for four weeks in the first summer institute and
two weeks in each of the following summers. NISL also provides
follow-up training for the jurisdiction teams at two sessions each
year, for three days each session, one in the fall and the other in the
spring.

Following the first summer training session, the district team
returns to the home district to plan the local training program,
develop a design for the career development system, and initi-
ate work on the redesign of the principalship. Each district has a
senior NISL staff person serving as a coach to the team, who pro-
vides six days of on-site assistance a year. This coach has access to a
team of specialized experts on the NISL staff and on call from other
organizations.

The next summer, the district team continues with its members’
own training and begins to deliver the curriculum to their own
principals. The training of their own principals will take place
locally.

The program for school principals, conducted by the district,
lasts two years—in residence for three weeks the first summer and
two weeks the second summer. These summer programs are supple-
mented by fall and spring institutes of three days each in which the
jurisdiction teams reinforce the summer materials, discuss chal-
lenges that arise when principals apply what they have learned, and
identify action projects in the context of the jurisdiction’s school
reform program.

In addition to the program just described, the principals in the
program are expected to participate in continuing local study
groups during the school year, for a minimum of three hours a
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month for eight months a year. These study group sessions focus on
action learning projects that address the issues of greatest priority
for that district, given its strategic agenda and the particular prob-
lems it faces.

NISL provides the training for the jurisdiction teams, as well as
the curriculum materials to support both the face-to-face and Web-
based components of the program for both the jurisdiction teams
and the principals. NISL also provides on-site, phone, and Web-
based technical assistance to the teams.

For additional information on the NISL program, please con-
tact Bob Hughes, acting director, National Institute for School
Leadership, One Thomas Circle NW/, Suite 700, Washington, D.C.
20005; phone: (202) 783-3668, ext. 152.
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Patricia C. Barron, Clinical Associate Professor of Informa-
tion Systems, Entrepreneurship and Innovation, Leonard N.
Stern School of Business, New York University

Roland Barth, Professor Emeritus, Harvard Graduate School
of Education, Harvard University

Alison Bernstein, Vice President, Ford Foundation

Gale H. Bitter, Executive Director, Executive Education,
Graduate School of Business, Stanford University

Kathleen Burke, Executive Director, Stupski Family Foun-
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Deanna Burney, Senior Fellow, University of Pennsylvania
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tion of New York

Brian Caldwell, Dean of Education, University of Melbourne
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Northwestern University

Michael Cohen, former Assistant Secretary for Elementary
and Secondary Education, Senior Fellow, Aspen Institute

Mike Copeland, Professor, Stanford University (program
founded by Ed Bridges)

Tom Corcoran, Associate Director, Consortium for Policy
Research in Education and Professor, University of Penn-
sylvania
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Rudy Crew, Director, District Reform, Stupski Family Foun-
dation; formerly Chancellor, New York City Board of
Education

Gloria Crum, Director, Texas Administrators Academy

Terrence Deal, Professor of Education, University of Southern
California

Greg Dees, Professor, Stanford Business School, Stanford
University

Delaine Eastin, Superintendent of Public Instruction, Califor-
nia Department of Education

Bobbi Eddins, Executive Director, Texas Principal Leadership
Institute

Russ Edgerton, former Director of Education, Pew Charitable
Trusts

Karin Egan, Program Officer, Carnegie Corporation of New
York

Marie Eiter, Director of Executive Development, Sloan
School of Management, Massachusetts Institute of
Technology

Dan Fallon, Chair, Education Division, Carnegie Corporation

of New York

Vincent Ferrandino, President, National Association of Ele-
mentary School Principals

Mary Lee Fitzgerald, Program Director for Education, DeWitt
Wallace —Reader’s Digest Fund

Patrick Forsyth, Director, University Council for Education
Administration, Oklahoma State University

Leslie Fosset, Deputy Superintendent, California State
Department of Education

John Fryer, Superintendent, Duvall County (Florida) Public
Schools
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Susan Furhman, Dean, Graduate School of Education, Uni-
versity of Pennsylvania

Marcy Singer Gabella, Office for Initiatives in Education and
PROJECT GRAD, Vanderbilt University

Tom Genesse, President, University Access
Leslie Graitcer, Executive Director, Bell South Foundation

Vartan Gregorian, President, Carnegie Corporation of New

York

Patricia Harvey, Superintendent of Schools, Saint Paul (Min-
nesota) Public Schools

Guilbert Hentschke, Professor and former Dean, Rossier
School of Education, University of Southern California

Peter Hill, Director, Research and Development, National
Center on Education and the Economy

Harold Howe, Hanover, New Hampshire

Bob Hughes, former Provost, National War College; Acting
Director, National Institute for School Leadership

Robert Joss, Dean, Graduate School of Business, Stanford
University

Tom Kabora, On-Line Learning.Net

Dan Katzir, Director of Program Development, Broad Founda-
tion

Robert Kegan, Professor, Graduate School of Education, Har-
vard University

Carolyn Kelley, Graduate School of Education, University of
Wisconsin-Madison

Carl Kester, Chairman, M.B.A. Program, Harvard Business
School, Harvard University

Sherry King, Superintendent, Mamaroneck (New York) Pub-
lic Schools
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Susan King, Vice President, Public Affairs, Carnegie Corpora-
tion of New York

Peter Kleinbard, Program Officer, DeWitt Wallace —Reader’s
Digest Fund

Kathy Klock, Program Officer, Education, Bill and Melinda
Gates Foundation

Kenneth Leithwood, Professor of Education, Center for Lead-
ership Development, University of Toronto

Arthur Levine, President, Teachers College, Columbia
University

Michael Levine, former Deputy Chair and Senior Program
Officer, Carnegie Corporation of New York

David Mandel, Director, Management, Planning and
Research Center for Curriculum and Professional Devel-
opment

David Marsh, Robert A. Naslund Professor of Curriculum and
Instruction, Director, Center for School Leadership, Gradu-
ate School of Education, University of Southern California

Wayne Martin, Assessment Center Director, Council of Chief
State School Officers

Amy Mast, Senior Project Associate, Interstate School Lead-
ers Licensure Consortium, Council of Chief State School

Ofhicers

Anne Miller, Director, Development and Strategic Alliances,
National Association of Secondary School Principals

Susan Mitchell, Vice President, University of Phoenix

Ted Mitchell, President, Occidental College

Jerry Murphy, Professor and former Dean, Graduate School of
Education, Harvard University

Joe Murphy, Professor of Education, Peabody College, Vander-
bilt University
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George Parker, Associate Dean for Academic Affairs, Director
of the M.B.A. Program, Graduate School of Business, Stan-
ford University

Kent Peterson, Professor, Department of Educational Ad-
ministration, Graduate School of Education, University
of Wisconsin-Madison

Vicki Phillips, Superintendent of Schools, Lancaster, Penn-
sylvania

Kathleen Ponder, Director, Design Center Services, Center
for Creative Leadership

Roy Romer, Superintendent of Schools, Los Angeles Unified
School District

Earl Sasser, Senior Associate Dean, Executive Education,
Harvard Business School, Harvard University

Robert Schwartz, President, Achieve
Eileen Shapiro, Management Consultant, Hillcrest Group

Frank Smith, Professor of Education, Teachers College,
Columbia University

Kim Smith, President, New Schools Venture Fund
Tom Sobol, Professor, Teachers College, Columbia University

Theresa Stahlman, Principal, Chets Creek Elementary School
(Jacksonville, Florida)

Vivien Stewart, Vice President, Asia Society
James Stigler, CEO, LessonLab
Gary Sykes, Professor, Michigan State University

Gerald Tirozzi, Executive Director, National Association of
Secondary School Principals

Susan Traiman, Director of Education, Business Roundtable

Tom Vander Ark, Director of Education, Bill and Melinda

Gates Foundation
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Vera Vignes, Superintendent, Pasadena (California) Unified
School District

Anthony Wagner, Professor, Graduate School of Education,
Harvard University

Gordon Wohlers, Associate Superintendent, Planning,
Assessment and Research, Los Angeles Unified School
District

Focus Groups
e Twenty-five America’s Choice practicing principals and central
office administrators from across the United States

e Principals from a wide variety of District of Columbia public
schools

e Principals from Westchester County, New York, several of
whom had worked in New York City public schools

e Principals from Los Angeles County public schools
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