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ABSTRACT

Teachers are entering deputy headship and then deciding not to become
headteachers.  This is a double problem for the profession. Firstly, potential
headteachers are being lost to that role, and secondly, career deputies block the route
to headship and prevent ambitious deputies from getting that essential management
experience that will effectively prepare them for headship.

In Bromley, where this study was carried out, some deputies are getting good advice
and support from their headteachers, are given real leadership development
opportunities and are going on to become effective headteachers. However, some
deputies are given low grade tasks and do not receive the support and encouragement
from their headteachers that will lead them towards headship. Finally, there are
some deputies who, although in a supportive environment, have decided that
headship is not for them.

Initially, a short survey of all primary schools in Bromley was conducted to gain an
overall picture of deputy headship in Bromley. All schools were contacted to find
out whether the deputy at the school was interested in becoming a headteacher at
some stage in the future.

During a period of twelve weeks, eleven primary headteachers were interviewed
together with a senior Local Authority adviser. The aim of the work was to gain a
picture of the state of deputy headship in one London Borough and establish what
experiences and opportunities were given to deputy headteacher to prepare them for
headship.

This inquiry found that the majority of deputies in Bromley did not want to be
headteachers and that their preparation experience differs greatly from school to
school. The study suggests that deputies should be given the opportunities and
experiences that will prepare them for headship. Information from the literature
review, the survey and interviews are analysed to construct a model for effective
preparation for headship and to make recommendations for improved practice.
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1. Introduction

1.1 Personal and Professional Context

My own experience as a deputy head in a primary school contrasts strongly with the
experiences I try to provide for my deputy today. I was a deputy from 1988 to 1991,
before NPQH (National Professional Qualification for Headship). My training for
headship consisted of an eight-day course provided by the Local Authority. More
importantly, my headteacher would not or could not provide me with the experiences
that would enable an effective transition to headship. I did not realise the importance
of the lack of training until I became a headteacher. I had a very steep learning curve,
becoming personally responsible for the leadership and management of a whole
institution without adequate training or even an understanding of the real role of a
headteacher. I had to learn to manage a budget of half a million pounds without any
financial management training; as well as oversee and manage the work of others,
including the implementation of the new National Curriculum, management of the
buildings and site, dealing with staff and personnel issues and forging effective
working relationships with staff, pupils, governors and the Local Authority. I do not

believe I realised the true extent of my role, responsibility and authority for a year or



more. This was a difficult time for me and, of course, meant that I could not be an

effective headteacher immediately.

Once a headteacher myself, I resolved to ensure that my deputies received the
experiences that would enable them to become effective headteachers at an earlier
stage. My last deputy passed her NPQH training at my school and was given many
opportunities and real responsibilities; giving her a true understanding of the
headteacher’s role. This support has enabled her to become an effective headteacher
in her own school. (In Chapter 6 I describe this appointment in more detail). My
current deputy has been accepted on the NPQH course and will follow the same
programme at this school. We meet regularly and discuss issues related to the
management of the school. In this large, three-form entry primary school, she has
been given responsibility for managing the whole school curriculum and for
monitoring, and evaluating planning throughout the school. These are major
responsibilities that will give her an opportunity to develop and display the skills that

will be needed once she becomes a headteacher herself.

In 1994, as part of my MA, I carried out some research to ascertain how headteachers
were managing the change in their role since the 1988 Education Reform Act. This
research included a survey of twelve headteachers. The replies to the section on
training were surprising and for me, at the time, quite shocking. Headteachers
responded with some anger that they had not been properly trained for the post, one
voicing the sentiments of the others by stating ‘I had to make it up as I went along’
(Hayes, 1995). These comments were so strong that I shared them with my LEA
adviser and was then asked by the Area Director of Education to extend the training
part of my survey to all heads in the North West Kent area. At that time there was
little or no training for heads and most of us had indeed made it up as we went along.
For me it was a very difficult introduction to headship, particularly as my new school
was in such poor condition when I took over as headteacher. Finance, buildings and
curriculum in particular needed urgent attention and I had received little training to
be able to carry out these tasks. My survey was used within Kent to begin to put
together a programme of training for headteachers. However, this was shortly
superseded with the introduction of ‘Headlamp’ (Headteachers Leadership and

Management Programme), a national Government training programme for new



headteachers, and soon after the NPQH programme was introduced for deputy

headteachers.

I now see the importance of training deputy headteachers for headship and in fact see
the development of all staff as an essential part of my role as headteacher. I have
been a headteacher at two primary schools for a total of fifteen years and whilst I
have been a headteacher I have worked to promote this feature of my role. In June

2004 Ofsted inspected my school and in the report this aspect was discussed.

‘The headteacher devolves responsibility effectively, so that staff are enabled
to fulfil their roles securely and develop professionally. At the same time he
maintains a sensitive control and awareness of overall provision. He has a
good working relationship with key senior staff and their roles are clearly
defined.

“The headteacher works well with the deputy heads. The non-teaching deputy
provides strong support in developing monitoring, planning and assessment
systems.

‘A very strong feature of the headteacher’s management style is his concern
for the staff’s professional development, their training needs and career
aspirations. This is a regular feature of his calendar, in addition to
performance management, which is managed well. These systems link in
closely with school development and teachers’ professional needs, and meet
requirements effectively. Teachers have a clear view of their strengths and
areas for development as a result’ (Ofsted, 2004).

The delegation of tasks, described in the first paragraph from the Ofsted report, is a
necessary management tool; an essential element in the development of all staff and
especially a deputy headteacher. The second paragraph notes the effective working
relationship that Ofsted inspectors found existed between my deputies and me. [ have
two deputy headteachers, one ambitious and non-teaching and the other is a career
deputy with a class responsibility. The last paragraph shows clearly that Ofsted found
a commitment to the development of all staff in the school, both teaching and non-

teaching.

A description of the appointment and development of a non-teaching deputy in my
school, detailed later, gives evidence to the success of my approach to working with

staff and especially deputy headteachers.



A doctoral study

This study can be read alongside the QAA (2001) descriptor for qualifications at the
doctoral level. They state that doctorates are awarded to students who have
demonstrated:

i. the creation and interpretation of new knowledge through original research or
other advanced scholarship, of a quality to satisfy peer review, extend the forefront

of the discipline and merit publication.

This is a unique study of deputy headship in Bromley. As a headteacher in Bromley,
I have an understanding of the Borough and as a headteacher interviewing
headteachers; I was able to gain an exclusive insight into the nature of headship and
deputy headship; in particular, into the shortcomings of the present system of
preparing deputies for headship. Its contribution to knowledge is to demonstrate the
serious situation in Bromley with regard to the shortage of deputy headteachers
prepared to become headteachers, the inconsistency in preparing deputies in primary
schools and a need to establish a consistent framework that would be an entitlement
that new deputy headteachers could expect. Also, I have highlighted the wider
problem of headteacher recruitment. The impact of this research on professional
practice would be that deputies will be given better opportunities to prepare them for
headship.

ii. a systematic acquisition and understanding of a substantial body of knowledge

which is at the forefront of an academic discipline or area of professional practice.

The basis of this substantial body of knowledge has been accumulated over thirty
years as a teacher and fifteen years as a headteacher. During the course of this study,
knowledge of the role of the deputy headteacher and the headteacher have been
extended and developed together with an understanding of the issues that make the
move from deputy to head arbitrary and undeveloped.

iii. the general ability to conceptualise, design and implement a project for the
generation of new knowledge, applications or understanding at the forefront of the

discipline, and to adjust the project design in the light of unforeseen problems.

This is shown by the construction of this study for the purpose of understanding the
state of deputy headship in Bromley and by implication, deputy headship in England.

Although many minor adjustments have been made to this project, for example the



adoption of a semi-structured rather than a structured interview and the project has

naturally grown and developed, major changes in direction have not been necessary.

iv. detailed understanding of applicable techniques for research and advanced

academic enquiry.

During the first two years of the EdD course, Research methods 1 and 2 have given
EdD students a good understanding of the methods and techniques that can be used
for academic research. The use of these methods have been refined and focused as

this study began to take form.

The descriptor states that typically, holders of the qualification will be able to:

a. Make informed judgements on complex issues in specialist fields, often in the
absence of complete data and to communicate their ideas and conclusions clearly

and effectively to specialist and non-specialist audiences.

The proposed ideal model and recommendations made at the end of the project
represent informed judgements made following the collection and analysis of
interview and survey data. During this study I have tried to create a balanced blend
of data, professional experience and literature to produce a study that is readable,

informative and purposeful.

b. continue to undertake pure and/or applied research and development at an
advanced level, contributing substantially to the development of new techniques,

ideas or approaches.

Further research is needed to investigate when and why career deputies decide not to
become headteachers. This would be valuable because it may be possible to
intervene at an early stage to ensure that deputies go on to headship. It may also be

useful to find out if secondary schools have similar issues to primary schools.
And will have:

c. the qualities and transferable skills necessary for employment requiring the
exercise of professional responsibility and largely autonomous initiative in complex

and unpredictable situations, in professional or equivalent environments.

The skills acquired during the Ed.D programme and demonstrated by this project can
be developed for further study and in other professional situations.



1.2  The Problem

Teachers are entering deputy headship and then deciding not to become headteachers.
This is a twofold problem for the profession. Firstly, potential headteachers are being
lost, and secondly, these deputies become ‘sitting tenants’ (Hayes, 2005)’ blocking
many of the routes to headship and preventing ‘rising stars’ from getting that essential

management experience that will effectively prepare them for headship.

In Bromley, where this study was carried out, some deputies are getting good advice
and support from their headteachers, are given real leadership development
opportunities and are going on to become effective headteachers. However, some
deputies are given low grade tasks and do not receive the support and encouragement
from their headteachers that will lead them towards headship. This variable
experience of deputies, also noted by Rutherford (2002) will affect the number of
deputies who aspire to headship. Finally, there are some deputies who, although in a

supportive environment, have decided that headship is not for them.

My view is that as a profession, we must ensure that rising stars are encouraged to
become headteachers. In particular deputy headteachers must be given the leadership
opportunities and the support that will enable them to fulfil the role of the

headteacher.

Fortunately, many headteachers do realise the importance that the development of
their deputy has to the profession and support their deputies into headship. However,
this is not universal and I suggest that all deputies have an entitlement to good
support within the school and to be effectively prepared for headship if that is their

wish.

' The author was appointed as a Research Associate for the National College for School
Leadership in April 2004. A summary of the resultant report, ‘Rising Stars and Sitting
Tenants’, published in July 2005, was sent out to all schools in England and the full report
was published on the NCSL website.



1.3 Preparation for Primary Headship

There is considerable anxiety about the decreasing number of applications for
headteacher posts. Each year the number of applications for headships is monitored
and the number of re-advertisements is continuing to rise. In January this year the
TES noted that *almost 1000 schools struggled to find a new headteacher last year as
the number of posts advertised hit an all time high.” (Lepkowska, 2005) The major
source of headteachers is, of course, deputy headteachers and if deputies decide not
to become headteachers, there will be a breakdown in headteacher supply. Last year
Professor Howson, quoted in the TES said ‘If there is any reluctance by deputies to
take on jobs then we will have a significant issue, particularly in primary schools.’
(Ward, 2004a)

There are several reasons why deputies may decide not to become headteachers.
There is, for example, alternative professional development. Teachers who are on
the top of the pay spine can now work through the threshold and achieve a good
salary. Five years ago the teachers’ nine-point pay scale was reduced to six points.
Progress on the scale is annual and automatic unless performance is especially poor.
When they reach the top of that scale, teachers may elect to pass though the
‘threshold’ where they can obtain a further three points, provided they meet certain
criteria. As the resultant salary is quite high, teachers no longer feel the need to go
through the management route. This also means that often, teachers do not see
headship as the pinnacle of their career’. Some deputies have decided that they do
not want to complete the NPQH (National Professional Qualification for Headship).
This qualification is there to prepare deputies for headship and is mandatory from
September 2004 for anyone wishing to apply for headship (HM Government, 2003).
Many deputy headteachers, having achieved that position in a school, have decided
that headship is not for them and have chosen to remain as deputies, becoming career

deputies.

2 Further reasons why deputies might not wish to become headteachers can be found in
Chapter 4.
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This last group have serious consequences for the profession. The deputy headship
route is by far the most common route into headship and if deputies are deciding not
to move on to headship, then not only are there going to be less people applying for
headships, but also by staying in post, they block the route to headship. Primary
schools that are potentially conducive to developing ambitious deputies are
prevented from doing so because of career deputies who have become ‘sitting

tenants.’

It is appropriate in this study that I separate deputy headteachers into two main
groups: the ambitious deputy, who intends to become a headteacher as soon as
possible; and the career deputy who is happy with the job of deputy and has, for their
own varied reasons, decided not to become a headteacher. These two groups need to
be treated differently within the school. Career deputies will have management tasks
delegated to them by their headteacher that are a necessary part of the organisation
and management of the school. The ambitious deputy will need experiences that will
prepare him or her for headship. These are quite different requirements and
headteachers should recognise and work with these staff as appropriate. I have both a
career and an ambitious deputy in my school. They both have management tasks and
are effective deputies. They are both being developed but the tasks I assign to my
career deputy, now nearing retirement, are different than those that I assign to my

ambitious deputy who needs to prepare for headship.

Sergiovanni (2001 p44) asks of headteachers: ‘which would you rather be? A
‘manager’ who focuses on maintaining organizational systems or a ‘leader’ who
focuses on changing organizational systems’. West-Burnham (1997) sees a similar
demarcation of role, the manager who maintains the systems of the school and
ensures the school runs successful from day to day and the Leader who looks to the
future, setting a vision for others to follow. He simply and clearly sets out the

difference between leadership and management:

Leading is concerned with: Managing is concerned with:
- vision - implementation

- strategic issues - operational issues

- transformation - transaction

- ends - means

- people - systems

- doing the right things - doing things right



The reality is, of course, that headteachers need to be both effective leaders and
effective managers if they are to become successful school leaders and translate their
vision into action. ‘Training should include management as well as leadership to
ensure effective implementation of the vision’” (Bush and Glover, 2003).
Headteachers need to be able to balance both leadership and management in their

schools. Bolman and Deal (1997) suggest that

‘leading and managing are distinct but both are important. Organisations
which are over managed but under led eventually lose any sense of spirit or
purpose. Poorly managed organisations with strong charismatic leaders may
soar temporarily only to crash shortly thereafter. The challenge of modern
organisations requires the objective perspective of the manager as well as
flashes of vision and commitment wise leadership provides’.

Initially, it is difficult to see a marked difference between ambitious and career
deputies apart from the decision whether or not to go on to headship; professionalism
and enthusiasm can be found in both groups. Career deputies need to be carefully
managed; given tasks that will maintain their status in the school and allow them to
continue to contribute and feel valued in their schools. Although they will have some
leadership tasks under the umbrella of the headteacher’s own leadership, theirs will
be more of a management role. In order to ensure their development ‘there is a need
for specialist training for those who see assistant and deputy headship as a career

choice rather than a step towards headship’ (Harris et al., 2003).

In contrast, ambitious deputies view their deputy headship as a training position
seeing their appointed tasks and responsibilities as opportunities to prepare them for
headship. Primary schools with ambitious deputies tend to benefit because the
deputies feel they have to be successful with projects and responsibilities assigned to
them as they had a need to demonstrate achievement in their NPQH assessment and
later their applications for headship. They see themselves as potential leaders and
thus need to learn about leadership. Just as with career deputies, the training for
ambitious heads needs to be improved as ‘there are currently limited opportunities
for formal leadership training for assistant and deputy heads. This is potentially a
major drawback in preparing for headship and becoming more effective in that

role’(Harris et al., 2003).



The career deputy is an interesting phenomenon. Often capable and effective
deputies decide not to go onto headship. Perhaps recent developments in the role of
headteacher, such as the management of many new government initiatives, have
made the post unattractive to some deputies. There is clearly a need to understand
this group, why they have decided not to become headteachers, and at what stage the
decision was made. In this small-scale survey I note several reasons why deputies
choose not to go on to headship, but I am mostly confining my consideration to the

ambitious deputy and the experiences they need to become effective headteachers.

Perhaps a more positive question to ask is why teachers and deputy headteachers
want headship. Fullen (2003) believes that ‘many principals are committed to
making a positive difference in the lives of individual students and teachers.’
Headteachers have the power to change things within their school and they can
employ the staff to support them in those changes. Mostly they want to be able to
improve the educational environment for the children in their charge. ‘Teachers want
to become school leaders in order to ‘have a say’ and ‘make a difference’ in order to
encourage this, ‘there is a need for leadership programmes that encourage school
leadership whilst permeating the organisation of the whole school’ (Ofsted, 2003b).
Many teachers have this desire to manage their own school as soon as they start their
career. Ribbins and Marland (1994 p64) asked one headteacher when he realised that
he wanted to become a head. He said ‘I suspect I knew right from the beginning —
almost as soon as I started teaching’. Whereas they also quoted one head who said ‘I
don’t think I started out thinking I wanted to be a head. And it was quite a while, in
fact it was probably only five years ago, that I thought this is what I would like to
do.” This last interviewee also went on to say ‘If I was reading legislation and

educational thinking right, then headship was the place I needed to be.’
This study examines primary schools in one LEA (Local Education Authority) only,

but anecdotal evidence suggests that the situation in Bromley is not unusual and that

a similar pattern may be found in primary schools in other areas.
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1.4 The deputy headship role

‘The peculiar world of the deputy headteacher demands the ability to perform like a
circus juggler, shouldering a whole range of responsibilities and tasks’ (St-Amour
and Stevens, 1996 p37). On arriving at a school, a deputy is ‘increasingly expected to
come into post with a basket already half-filled with management skills and
experiences. There is often a further expectation that they will fill the basket in a
short period of time’ (Thomas, 1995 pvii). In order that they have the credibility to
manage teaching staff, observing them and feeding back on their work, the deputy
must ‘be recognised as superb practitioners who know their craft and demonstrate it’

(St-Amour and Stevens, 1996 p37).

Over the last ten years, training for headteachers in England has improved
considerably. I received just an eight-day Local Authority training course in 1990,
which was more than my headteacher colleagues who mostly received no training at
all. Deputy headteachers and new headteachers now receive a good, comprehensive
training package. NPQH (National Professional Qualification for Headship) in
particular provides an effective and practical introduction to the post, and the
Headteachers Induction Programme (HIP) provides continued training for new heads
once they take up their post. LPSH, the Leadership Programme for Serving
Headteachers, provides training for headteachers who have been in post for four or

more years.

Although the NPQH course, undertaken by deputy headteachers is well designed and
provides a solid grounding for the role of the headteacher, it is not seen by the
majority of new headteachers as the principal factor in their preparation for headship
(Male, 2001). There is another element of headteacher preparation in primary schools
that is not, in my opinion, being properly addressed and that is the variation and
quality of the training deputy headteachers receive in their own school. At present,
deputy headteachers experience in their current role very varied opportunities to gain
insights into the role for which they are preparing themselves. Primary schools and
their headteachers are all very different. Primary schools will vary in size and socio-
economic catchment and headteachers will differ in the way they manage their
schools and in the level of responsibility they are willing to delegate to their staff.

The responsibilities that I have given my deputies have varied as I have gained

11



confidence in my own role as headteacher and it should also be said that some of my
deputy headteachers have been more capable than others and this has also affected

the amount of responsibility that could be assigned to them.

Headteachers decide themselves the role of the deputy and the tasks the deputy will
undertake. Often the only difference between a class teacher and a deputy head will
be that the deputy will, besides taking a class, have tasks delegated to him or her by
the headteacher. These may often be low-grade management tasks. They may be
asked to manage in-service training in the school, compile rotas or they may be given
a small budget to manage, such as the Standards Fund®. These tasks give the initial
impression that the deputy is learning to manage the school, but although these are
management tasks, they are self-contained and do not help to prepare the deputy to

manage the whole school.

Apart from the theoretical underpinning for the training given by NPQH, deputy
headteachers need to be given experiences in their school that will prepare them for
the post. These experiences should consist of ‘real responsibility for leading and
managing significant areas of school life’ (Garrett and McGeachie, 1999),
commensurate with the role of the headteacher; the opportunity for regular
discussions with the headteacher on their future role and the chance to complete
some of the regular tasks that need to be carried out by a headteacher. Mostly, they
need to be able to shadow the headteacher through real management issues. The head
needs to discuss issues with the deputy so they have an understanding of how the
headteacher approaches and deals with these issues. For example, rather than giving
the deputy the Standards Fund to manage, it is far more helpful for the deputy to sit
alongside the headteacher whilst a new budget is planned; giving the deputy an
insight into the budget setting process.

‘Budgeting is essential to good financial management. The budget sets out
how resources are allocated and provides a mechanism for monitoring
expenditure through the year. It should be the concrete expression of the
schools development plan. It provides a coherent framework which allows
staff and governors to see how the schools spending with help the school
achieve its targets and other objectives’ (Ofsted, 2000).

3 The Standards Fund is a small, self-contained grant that principally pays for staff
development especially in the fields of Literacy and Numeracy. Unlike the majority of school
funding, standards fund grants must be spent within a limited period usually 12 or 18
months.

12



Surely, an ambitious teacher, applying for a deputy headship, will be expecting to
gain the skills and knowledge that will prepare them for headship. Once a school
employs an ambitious deputy head, they have an obligation to give them that training
and a deputy headteacher has the right to expect it; they have an entitlement to this.
My view is that a school-based preparation for primary headship programme should
be an entitlement for deputies and must be a requirement of the job of headteacher

that they actively prepare their deputy for headship.

In this study, I look at school-based preparation for primary headship. I use this term
to include a combination of both training and experience that happens in school. This
term enables me to separate the preparation deputies receive from the NPQH course
from those that they receive in their schools. Whilst all prospective heads who
complete the proscribed NPQH training meet national criteria, informal discussion
with heads and deputies in Bromley has indicated that deputies have a wide variety
of experiences within their primary schools. Some deputy headteachers play a major
role in running the school with real responsibility whilst others are given just a few
extra jobs to do. The former leave their post as deputies ready to take on the role of
headteacher whilst the others have a steep learning curve when they take up their
new post, sometimes unaware of the responsibilities of their role until they have been

in it for some time.

Some deputies are non-teaching and have the time to take on more responsibilities
and others are full-time teachers with little or no contact time, so it is difficult for
them to have similar experiences. Nonetheless, they should all expect a minimum
amount of training and support within their school that would enable them to prepare

for headship.

I identify the experiences that are appropriate for deputy headteachers and examine
whether headteachers in Bromley are giving their deputies the experiences they need
to become effective headteachers. Finally I propose a model that suggests a way
forward to encourage headteachers to fulfil this important function within an agreed

framework.
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1 talk to both new and experienced headteachers in Bromley in order to find out how
they were prepared for headship and I look at the experiences that they felt were
essential to their preparation for primary headship. I also ask how they, in turn, are
preparing their own deputies for headship. I look at the experiences that should be
offered to deputy headteachers to prepare them for headship. For the purposes of this
study I need to separate out those deputy headteachers who are ambitious and aspire
to headship from those deputies who have little or no intention of becoming a head.
With those who would want to be heads, I examine the experiences that they have

been given as preparation for the post of headteacher.

My research questions are:
1 Do headteachers feel they were given the experiences necessary to become

effective headteachers?

2 Which experiences should be an entitlement for aspiring headteachers?
3 Is there a preparation model that would facilitate a successful move from
deputy to head?

When we train class teachers, they have a teaching practice in a school arranged by
their college or university and at the end of that practice they are expected to take the
class for the majority of the time. They are effectively given control of the class
under the direction of the class teacher. Perhaps we should consider adopting a
similar model for deputy heads? They could have a preparation programme in
primary schools that enables them over a fixed time period to increase their
responsibilities until at the end of the course they are effectively running the school,

of course, under the direction of the headteacher.

Following my recent visits to look at schools in America and subsequent work with
American school principals, I also refer to the experiences of assistant principals in
America. Whilst examining literature from research carried out in England, I look at
literature from America where appropriate to see if their experiences are useful to

this study.

Finally, I establish if there is a model that could be adopted that would lead to
guidelines for headteachers to ensure they give their deputies the responsibilities that

would enable them to become effective headteachers.
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The theoretical bases for this study are theories related to adult learning. 1f I am
going to examine school-based preparation for primary headship, I need to examine
theories that suggest that learning in the workplace is an essential part of the
preparation of deputy headteachers for primary headship. In particular, I look at
situated learning theory. The relationship between the headteacher and the deputy is
vital to this learning process and so I need to look at mentoring theory to examine

whether the mentor model is the best approach to this development.

1.5 Influences: Pre and Post Appointment

The two major influences on deputy headteachers are the work they do in school
(SBPPH: School-Based Preparation for Primary Headship) and the work they do on
the Government’s NPQH course. This study is not to compare or contrast the two
areas but to suggest that both have an essential role to play. SBPH is highlighted
because it is not clearly identified as a part of deputy headteacher training. The
influence of the deputy’s work of the NPHQ and SBPH carry on into headship. The
following model shows how their influence is augmented and perhaps eventually

replaced by other influences once headship is taken up.

Figure 1 — Influences — Pre and Post Appointment

Headship
Appointment

Deputy Headship Headship

School support from staff and governors

School-based preparation for prima& :§chool-based preparation for primary headship
headship

EXPERIENCE

NPQH —— :> NPQH

Outside support from LEA, HIP, mentoring
and other headteachers
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Figure 1 shows how influences change over time for the new headteacher. The first
part of the model shows the preparation work and experiences in school alongside
the more formal, Government led NPQH course. When completed effectively, these
two initiatives complement each other and provide the support necessary for the new

head to start their post with confidence.

After appointment, the effect of training received in school (SBPH) and that gained
from completing the Government’s headteacher training programme (NPQH)
diminish as the headteacher gains experience and support from within their school
and from outside agencies. Gradually, the knowledge and skills gained from NPQH
and SBPH are replaced and modified by the experience of headship. Some ideas
from the new headteacher’s previous school or from NPQH will not work or be
effective in a new environment but skills and competencies gained will be simply
modified by that experience into methods appropriate to the new school. Evidence
from interviews suggests that the support the head gains from the staff in the school
will have the most influence on the success of the headship. Support from governors
and from the parents of the school will also have a strong influence on the success of

the appointment.

In figure 1, it is shown that the influence of SBPH and NPQH do not diminish
completely. The work that the aspiring head carries out in their school and on the
NPQH programme will continue to influence the work of the new headteacher.
Indeed, these two powerful facets of headteacher preparation will sustain the
headteacher though what can be a difficult time. Obviously, the more successful the
two initiatives, the more long-lasting and effective will be the influence over the
work of the head, particularly in their first months in headship. Over time, as the new
head gains experience and support, these take precedence over earlier work but from
time to time the new head will continue to reflect on opportunities experienced
before appointment and these methods and experiences will continue to shape future

work.
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2. Headship: Recruitment and Training

This literature review will focus on four main themes. Firstly, it will examine the
current situation where the recruitment of headteachers is becoming more difficult.
Secondly, it will look at what is required of headteachers today and the need for
appropriate training. Thirdly, it is considered whether experiences of deputy
headteachers prepares them to meet those requirements and examines the role of the
school in preparing their deputy for headship and finally it looks at Situated
Learning, the theoretical underpinning of the study.

2.1 Recruitment

The role of the headteacher has changed remarkably over the last twenty years, Local
Management of Schools gave headteachers financial responsibility for their school

and the Education Reform Act 1988 introduced a National Curriculum for the first
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time and gave governors more responsibility. Since that time there have been more
Government initiatives, for example the Literacy and numeracy strategies, which
have affected the headteachers’ role. In many ways it is a different job than it was
before these changes and there are major issues for those involved in preparing new
headteachers for the role and in ensuring that existing headteachers, appointed before
or just after the 1988 Act, receive the proper support. It is important that these issues
are seriously considered if problems of recruitment and retention, which have been
recently in the news, should be addressed. I intend to look at the literature around the
current nature of primary headship, the changes to the role and the training issues

involved.

A modemn British school is a complex organisation and the headteacher has to lead
and manage every aspect of that organisation. The headteacher is personally
responsible for everything that happens in those buildings and must be competent to
be able to manage: for example, the detail of the National Curriculum, staffing and
personnel issues, building work on the site and a budget of a million pounds or so.

This need to be ‘omnicompetent’ is daunting and at times exhausting.

“The leader is seen to be a “super-manager’; it is expected that leaders must
be more competent at a wider range of tasks. This model of headteacher is
one of omnicompetence: the skilled classroom practitioner plus curriculum
leader, plus technical expert, plus all the manifestations associated with being
the figurehead and with being ‘in control’ of the whole mechanism all the
time. It is a little wonder that so many headteachers seek early retirement or
suffer from a range of work-related illnesses’ (Bowring-Carr and West-
Burnham, 1997 p118).

There has been a considerable change in the role of the headteacher since the
Education Reform Act 1988 which introduced the National Curriculum, Local
Management of Schools and a change in the role for school governors. From this
there developed, quite rightly, a move to raise standards in the public education
system. However, “at the same time, there appears to be an increasing trend towards
approaching changes in education through a controlling, rational and technical
framework. This content tends to concentrate on educational content and delivery
and ignores the human resource perspective and the complexity of how human
beings live, work and interact with one another’ (Myers and MacBeath, 2001). The
job is now very difficult but ‘the job can be fun if one is at ease with complexity,

likes challenges and is willing to work hard (Sergiovanni, 2001).
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Unfortunately, finding candidates who are willing to take on the challenge of school
leadership is getting harder. Recently Earley (2002) examined the current state of
school leadership and found that ‘despite a comprehensive training package, there

are seemingly intractable issues over recruitment and retention.’

This is not a new problem, fifteen years ago, Tytler (1990) wrote about the crisis in
finding sufficient primary school headteachers adding that ‘in London and the South
East two out of three primary headships have to be re-advertised’. Earley (2002)
conducting a survey into school leadership which included 227 deputies and 151
NPQH students from both primary and secondary schools, found that ‘40% of
deputies did not wish to become headteachers’. Although these statistics will cause
concern, they are far more positive than the survey carried out for this report that
found 75% of deputies in Bromley did not want to become headteachers. Even
amongst NPQH students, Earley found that twenty percent did not want to become a
head. They noted that the main reason for not wanting to become heads was that it
involved ‘too much stress’. The position has not changed; indeed it seems to have

become worse as several recent studies have shown (Male, 2001, Ward, 2004b).

In the latest annual report written by Professor John Howson for the NAHT and SHA
on the state of the labour market for senior staff in schools, he claims that ‘23% of
primary headteacher posts were reported unfilled’ this compares with 16% for
secondary headships. Primary schools received only 6 applications on average with
an average of only 2.6 candidates being interviewed (Howson, 2004). If this is a fair
representation then we have to wonder where our future heads are coming from.
Indeed, recruitment has become such a concern that one Local Authority, Kent, has
recently warned that primary schools may have to share headteachers stating that ‘it
may no longer be possible to have a head for each of its 473 primary schools because

recruitment is becoming such an issue.’ (Stewart, 2005)

This is not a phenomenon restricted to the United Kingdom. In the United States, the
shortage of school principals is also becoming a concern. Each district has a
supervisor who liaises with the school board and deals with finance and staffing.
This makes the role of the school principal less complex than the role of the

headteacher in England who has to deal with these issues. Nonetheless, recent
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research into the lack of candidates for school leaders in the United States has shown

that teachers there consider that ‘the job is just too big’ (Hopkins, 2003)

‘Education officials and policymakers across the United States have come to
a staggering conclusion: the shortage of school administrators to lead the
nation's schools is real and is reaching crisis proportion’ (Quinn, 2002).

Australia sees *a principal shortage looming’, finding that *schools are re-advertising
positions that once attracted dozens of applicants’ (Bond, 2002). In Canada, they
have an ageing population of school leaders and a shortage of teachers interested in
taking over the role. Williams (2003) found that ‘Over 40% of vice principals in
Ontario, Canada, are planning to retire by 2007 causing concern about filling
principal vacancies in the near future.” Sweden, with a similar problem, has tried to
identify solutions. They devised a national early training programme for school
leaders and a support programme for headteachers once appointed. This has led to an
increase in the numbers of applicants. Their leadership programme, aimed at teachers
early in their career, ‘will enable those involved to deepen their awareness of the task
assigned to schools; will enable school heads to manage and develop their roles and
is based on experience and focuses on procedures / processes’ (Korp, 2005). The
British Government would do well to follow Sweden’s example, they too must
understand the pressure on headteachers and ensure they are adequately trained and

supported.

Retention is a part of the recruitment problem. There has been concern with the
number of headteachers who leave the post early. Flintham (2003), researching why
some headteachers left the profession early, found that some ‘successful
headteachers leave with a planned and career-driven exit strategy’ whereas others
‘felt burn out and had suffered high levels of psychological stress which had made it
impossible to continue in headship.” The latter indicates that many headteachers are
finding the job becoming more and more difficult owing to the increase in
government initiatives and accountability structures such as Ofsted. Earley (2002)
investigated what de-motivates headteachers. ‘The most de-motivating aspect of
headship mentioned was ‘bureaucracy and paperwork... Constant change was also
seen in a negative light by a quarter of those responding. Other key aspects, which
headteachers mentioned as de-motivating were: budget and resources issues (noted

by just over one-in-five); the low status and negative media image of the profession
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(noted by around one-in-six); more generalised comments about stress and the
demands of the job (about a fifth); and, problems with recruitment (noted by just
over a fifth). ‘The real problem in our schools is the absence from post of many
heads who resigned because of the pressures in which they found themselves. We
have far more vacancies for headships than we have the headmasters’ (Lord Parry,

1998).

2.2 The Headteacher

Sallis (1994) describes the difficult role of the headteacher. ‘I know of no job which
demands a wider range of qualities than headship... a vision of learning, the ability to
translate that vision into effective programmes of development and the skill to share
both vision and plans with staff...’ Since this was written eleven years ago, the role has
developed still further requiring new skills, in particular, the judgement to advise how
buildings, staff and money may be used to best advantage in planning children's
learning and the ability to communicate effectively with parents and the community.
Headteachers also now have a greater responsibility to implement Government
initiatives, some of which they may not agree with and can lead them to become ‘de-
motivated by the bureaucracy and excessive paperwork which they associate with their

role and the constant change in the education system’. (Earley et al., 2002)

Headteachers are required to have a vision for their school and to share that vision
with the whole school community (DfES, 2000). This picture of an ideal future for
the school is generalised by Beare, Caldwell and Millikan (1992) who argued that ‘1)
outstanding leaders have a vision for their organisation; 2) vision must be
communicated in a way that ensures commitment among members of that
organisation; 3) communication of vision requires communication of meaning and 4)
attention should be given to institutionalising vision if leadership is to be successful.’
Headteachers realise the importance of having a vision for the school but often
struggle to develop and maintain their vision in the face of enforced Governinent

initiatives.

Gunter (2004) notes that since the Education Reform Act 1988 ‘control over the

curriculum and pedagogy was taken away from the headteacher and staff as leading
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professional by the national curriculum and the growth of external inspection and
league tables’. This has led to a need to change the role of the headteacher. ‘In order
to enable centralised direction of the educational product and accountability for the
resourcing and delivery of that product, the headteacher was conceptualised as a
leader with a vision and mission to bring about school improvement’. She believes
this has required a different type of leadership: first, separated from other activity
that is labelled as ‘management’; second, located in post-holders rather than an
inclusive relationship; third, being trained rather than developed; and, fourth,
organisational leadership in educational settings rather than educational leadership’.
Instead of the knowers being the headteacher and teacher within schools, ‘the prime
knowers [became] the Department for Education and Skills and its agencies such as
the National College of school leadership (NCSL)’. Knowing is less about how to
put together a curriculum for a school based on the needs of the children and the area
in which the school resides but now ‘knowing is increasingly about complying with

central requirements to implement reform’.

Primary schools are, of course, very different and the increasing standardisation of a
headteacher style could result in headteachers with skills that do not match the needs
of their school. Southworth (1995a) finds that leadership is contingent on many
factors. “Where you are, who you are and whom you are working with combine to
affect how you lead. It makes a difference whether the school is a special, secondary,
upper, middle, primary, lower first or nursery school. It also matters whether the
school is denominational or not and whether it is relatively large, medium or small in
terms of pupil and staff numbers. In short, leadership is differentiated by school type

and size’.

The role of the headteacher in schools has largely developed in line with
management practices in industry. ‘School leadership has been conceived in large
part from management conceptions originating during the Industrial Revolution.’
(Crow, 2002) However, the changes in primary schools, especially since the
Education Reform Act 1988 have in turn changed the role of the headteacher (Hayes,
1995). ‘The dynamic nature of organizations such as schools where numerous
individuals without close supervision, make multiple decisions working directly with

children, requires a different kind of leader’ (Crow, 2002)
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Spillane (2005) defines leadership as ‘activities tied to the core work of the
organization that are designed by organisational members to influence the
motivation, knowledge, affect and practices’. There are many different leadership
styles; Richmond and Allison (2003) have produced "a non-exhaustive list of 35
separate theories’; too many to be discussed in full here. However, certain types of
leadership appear to be particularly relevant to school leadership today. It is perhaps
easy to see that the heroic or charismatic leader, who leads by strength of personality,
can be found operating in the hierarchical structure of schools where the headteacher
leads the organisation. Industry has many examples of heroic leaders brought in to
save companies in serious difficulty and one of the Government’s responses to
schools that they regarded as failing was the importation of ‘heroic’ headteachers.
‘The downside is that when the crisis is past, the qualities of the heroism is no longer
needed and indeed may be dysfunctional’ (MacBeath, 2005). Edwards describes this
as ‘the British obsession with the heroic leader’ (Edwards, 2003) and sees the need to
move away from this to a more distributed approach. Kanungo and Conger (1998)
find that the Charismatic leader has a ‘heightened sensitivity for his or her
environment and gains followers’ commitment through establishing a rapport and
sense of purpose...charismatic leaders are ready to see market changes and actively
scan their organisations horizon’. However, they find that they are ‘better at change
and innovation than at administration; their motives may not be ethical; they may use
control techniques to get follower compliance and that followers can become over-
reliant and dependant on their leader’. The deputy headteacher working with a
charismatic leader may not get the support or training they need as Kanungo and
Conger also found that ‘charismatic leaders do not usually train and develop their
successors’. The instructional leader makes it very clear to his subordinates what
they have to do and what is expected of them. McBeath (2005) describes the five key
components of instructional leadership as ‘defining mission, managing curriculum,
and instruction, supervising teaching, monitoring student progress and promoting
instructional climate. The concept of instructional leadership ‘implies overseeing,

monitoring and evaluating of teaching by senior managers.

The transactional leaders set clear goals for their subordinates, ‘letting people know
what needs to be done to achieve those goals’. They typically control followers with
a number of psychological carrots and sticks’ (Gronn, 1995). Subordinates learn

what they must do to gain rewards and avoid punishments through an exchange
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process with their superior’. Their staff are aware of what they have to do within the
organisation and know their role within it. They are clear about the relationship they
have with the leader so that within the organisation ‘leaders and followers are in
fixed and recognisable complementary roles’. Transformational leadership is a more
dynamic concept the MacBeath (2005) defines the three components as ‘1) the
stimulation and development of a collaborative culture 2) contribution to the
continuous professional development of teachers and 3) expansion of the problem-
solving capacity of the school.” ‘transformational leadership provides the vision and
inspiration that is intended to energise all members of the school community’ It is
about ‘transforming organisations and creating new cultures in which collaboration is
valued, systematic enquiry is assumed to be the proper basis of professional
judgement and in which there are high levels of reflection and discussion of
professional practice. It sets expectations high and assumes a strong sense of shared
responsibility for attaining educational goals’. It could be concluded that
headteachers display transactional leadership in their relationship with their deputy,
offering effective preparation in return for sharing the leadership and management of
the school but in truth, an effective headteacher displays transformational leadership
by developing his deputy’s skills to the point of achieving a readiness for headship
(Cambell et al., 2003, Silins, 1994)

Day (2000) is concerned that these and other established theories of leadership do not
‘adequately reflect or explain the current practice of effective leaders. He suggests a
new model of ‘values-led contingency leadership’. Believing that ‘effective
leadership is defined and driven by individual value systems’. He found that
headteachers in his study did not follow the monitorial transformative nor
transactional models of leadership but followed a ‘people-centred’ philosophy that
placed emphasis upon improving teaching and learning through the high expectation
of others. He sees the strength of values-led leaders as leading to a ‘passionate
conviction to build, implement and continually monitor a vision for excellence in
learning and achievement by means of feedback from stakeholders inside and outside

the school’.

Headteachers now have to operate in a competitive “market place through which
resources are based on pupil recruitment and by the growth of the bidding culture’
(Gunter, 2004). They have to ‘practice effective leadership in the competing value
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frameworks of the post-modern age [and] will engage in bartering, building,
bonding, and binding simultaneously according to circumstances. Their focus will
always be upon the person and the task and the broader stakeholder contexts. They
will be leaders and mangers who pay close attention also to building learning and
achievement culture in their schools and communities. This is not as straightforward
as it may appear at first sight for staff rooms like classrooms are complex micro-
political environments’ (Day et al., 2000). Headteachers have to be able to work
closely with their staff and develop effective teams to take the school forward. ‘As
schools have become self-improving organisation, the need to understand the ways in
which staff in them use their profession knowledge, expertise and experience has

never been greater’ (Southworth, 1995a).

One of the most significant changes resulting from the Education Reform Act 1988
was the introduction of Local Management of Schools. This gave headteachers
control of their school budget and the freedom to decide how it was spent. Jones
(1999) notes that ‘heads like having more control over how they spent their money’
and that how pre-LMS, ‘they were at the mercy of the LEA and had to wait for
resources’. However, this extra freedom was not given without cost. Heads had to
produce much more detailed accounts and much of the funding was given with
strings attached. Moore (2002) wonders ‘to what extent must English headteachers’
embracing of relative financial autonomy be linked to — or even dependent on — the
development of a generally uncritical stance towards the wider policies and policy

effects to which that autonomy is sited.’

Management of the curriculum has always been considered to be the headteachers
most important role; hence the title *headteacher’. However, the same Act introduced
the National Curriculum. This was an example of a good idea that was badly
implemented and it took away from headteachers the control over what was taught in
their schools. This was followed by a succession of initiatives including the Literacy
and Numeracy strategies and Performance Management. Moore (2002) noted that
‘increased control over budgets, however, has been offset by considerably reduced

control over curriculum, now largely set by government decree.’

The policy context in which schools and their headteachers have had to operate,

firstly under the Thatcher government and more recently under the government led
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by Tony Blair, contained many major initiatives. These policies have had

considerable impact on schools, headteachers and teaching staff:

While these policies are typically represented as technical changes in funding,
administration or assessment or as means for raising standards of educational
performance or 'improving' schools, I want to suggest that they do much more
than this. Taken together they also change the 'processes and contents' of
teaching and learning, redirect effort and resources and re-frame the 'interests'
and purposes of teachers and schools’ (Ball, 1998).

Thompson (1999) found that education policy during the Thatcher government
achieved a heightened symbolic economy with new forms of symbolic capital. This

was achieved by:

‘both de- and recentralization: responsibility for staffing and finances were
shifted to school while a new national curriculum was accompanied by the
introduction of national testing at key stages. The system of local education
authorities was eroded and schools were encouraged to opt out of them
altogether. Market contestability was introduced, school zoning was
undermined and parents were urged to select the school their children
attended...students test results were made public in league table form, school
inspections were toughened up and published and schools deemed to be
underperforming were variously named, shame supported closed and
reopened’.

Although she found that the Blair government ‘ostensibly wound back the worst
excesses of the education market and restored some control on parental choice and
school autonomy’, the basic frame work initiated by the Thatcher government
remained. Blair kept many Thatcher policies that he had earlier espoused such as the
publication of school league tables. Thompson found that Blair’s government made
some significant changes in the decision to solicit private companies to take over
failing schools and later the introduction of ‘workforce remodelling to take
administrative tasks away from teachers and, significantly to this study, she found

that:

‘Leadership became a widely spoken mantra and an expensive and elaborate
infrastructure of standardized training for heads and aspirants was created.
This was a codification of knowledge that largely ignored professional
associations’.

The National College of School Leadership supports this infrastructure and now has

responsibility for preparation for headship (NPQH) courses as well as those for new
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headteachers (HIP). The college helps to prepare headteacher for the challenges that
are about to face them. This early preparation is essential as new headteachers in

particular can find the role very difficult.

‘The first year of leading a school is possibly the biggest comprehension
exercise any teacher and headteacher has to face. Making sense of a school is
a complex, dynamic and multilayered professional intelligence test’
(Southworth, 1995a).

Preparation work completed in the deputy’s own school will reinforce the work
carried out by the National College. This study looks at the support that is offered, or

in some cases, not offered by headteachers to prepare their deputies for headship.

Primary heads have had the difficult task of bringing about enormous change in their
schools. Although their teachers worked hard to implement the changes and are to be
commended for their efforts, it is the headteachers who have had to manage that change
within their own schools. Fullan (1982a) described the crucial role of the headteacher in
bringing about successful change. He outlined the need for the headteacher to be fully
involved in the change and to lead that change, stating that * As long as we have schools
and principals, if the principal does not lead the development of an effective
organizational process, or if he or she leaves it to others, it will not normally get done.
That is, change will not happen.” He also described types of headteacher and how that
will effect change in the school. He said that half of heads 'operate mainly as
administrators and ad hoc crisis managers'. These heads were not effective in helping to
bring about change. Other heads are either 'direct instructional leaders' or 'facilitative
instructional leaders'. These heads do become involved in effective change with the
latter type, co-ordinating the change and empowering staff, usually being more

successful.

Schools that are in difficulty require specific skills from their headteachers. In his
work on ‘turnaround leadership’ which he describes as the ‘kind of leadership
needed for turning around a persistently low-performing school to one that is
performing acceptably as measured by student achievement according to state tests’,
(Fullan, 2005) describes its limitations in that ‘what looks like apparent success in
turning around schools is actually quite superficial and indeed illusory’. He makes a

distinction between ‘accountability (pressure) and capacity building (support)’. He
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found that ‘the strong elements of accountability, exam results as league tables,
Ofsted inspections, publicly naming schools as failing, had initial success but that
these had lacked sustainability’. He argues for the emphasis to be on capacity

building rather than accountability.

He sees capacity building as becoming a core feature of school improvement leading
to the ‘difficult issues of sustainability’ in this he sees the need for ‘rethinking
leadership in the context of sustainability.” He believes we need leadership that, in
effect, represents ‘system thinkers in action’. He sees the need to develop new
leaders and the importance that have an understanding of capacity building. ‘This
new leadership focuses as much on developing other leaders as it does on student

learning and achievement’.

Handy (1993) saw the need to relate management to organisational theory. He
suggested that the manager needs to look at ‘People, work and structures and systems
and procedures and that these need to be looked at alongside ‘the goals of the
organisation, the technology available and the culture of the organisation.” The
strategic management of the school is an essential element of the role of the
headteacher; it is also the most difficult. This underlines the differences between
leadership and management. If a headteacher is to make real long-term changes to a
school he must impact on the fundamental culture of the school. Ogawa and Bossert
(1997) suggest that ‘leadership is a cultural phenomenon’ and that ‘leadership involves
shaping organizations’ cultures and influencing the meanings that people attach to
organizational events’. In order to develop the strategic direction for a school, the DfES
(2000) suggest that the headteacher must be seen to be providing ‘educational vision
and direction which secure effective teaching, successful learning and achievement by
pupils and sustained improvement in their spiritual, moral, cultural, mental and physical
development and prepare them for the opportunities, responsibilities and experiences of
life; and secure the commitment of parents and the wider community to the vision and

direction of the school.’
Realising a vision is becoming difficult to achieve as headteachers are finding that

the Government is taking more control of the curriculum. Carter and O’Neill (1995)

identify a ‘new orthodoxy’ which they describe as a *shift in the relationship between
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politics, government and education’. They cite five main elements to this new

orthodoxy:

‘1) Improving national economics by tightening the connection between
schooling, employment, productivity and trade.

2) Enhancing student outcomes in employment-related skills and
competencies.

3) Attaining more direct control over curriculum content and assessment.
4) Reducing the costs to government of education and

5) Increasing community input to education by more direct involvement in
school decision making and pressure of market choice’.

Evidence for these five elements can be found in many of the government polices
such as the National Curriculum, national testing at 7,11 and 14 and the PFI (Private
Finance Initiative) to raise funds for new schools. The government reinforces and
controls its policies within schools by charging Ofsted to ensure they are carried out
and by the hypothecation of funding to schools that ensures schools spend money in

the way the government demands.

The new orthodoxy, slowly developing from the introduction of the Education
Reform Act 1988 under Margaret Thatcher’s government has radically changed
education and the role of the headteacher. Control of what happens in school has
drifted from the headteacher’s hands into the hands of the government. Headteachers
no longer have the freedom to control what is taught in the school, only (to a
diminishing extent) how it is taught. Although the (DfES, 2000) document talks
about the responsibilities of the headteacher with regard to Teaching and Learning,
these can be interpreted as a requirement to deliver the National Curriculum and
other Government initiatives such as the Literacy and Numeracy strategies. Glatter
(1999) describes the current Government as “among the most centralized of the
advanced industrial countries’. It seems that the strategic plans of headteachers are
being supplanted by the strategic plans of the government. The headteacher is finding it
more difficult to define the strategic role of the school in anything other than that which
the Government describes. Schools are becoming institutions that support Government
policy implementation and *school leaders are becoming simply agents or instruments

of national policy.’
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2.3 Training needs

In training headteachers, there appear to be two areas to be addressed: existing, older
heads need to receive on-the-job training to ensure they are coping with the change
in the nature of headship since the 1988 Act and new headteachers need to receive
training that will prepare them for the change brought about by career advancement.
The former is catered for by the LPSH programme (Leadership Programme for
Serving Headteachers) and the latter by NPQH (National Professional Qualification
for Headteachers) and by the experiences they receive as deputy headteachers. The
move from deputy headteacher to headteacher is a dramatic one and many current

headteachers have made this move with little or no training at all.

Bright and Ware’s (2003) study into how headteachers felt prepared for the post
revealed that their perceived state of preparedness varied across the range of skills
required to do the job. Headteachers of primary and secondary schools were asked a
series of questions to ascertain how prepared they were in certain areas. They were
asked to grade them as 1) Not at all prepared; 2) inadequately prepared; 3)
adequately prepared and 4) extremely prepared.

The following table is taken from their study. I have taken the section that concerns

primary headteachers (n=1,100) and arranged the table in order of preparedness.

Table 1 — Preparedness for Headship. (Adapted from Bright and Ware,

2003)
Question Mean Sd %
Maintaining effective school discipline 3.19 0.66 90
Working effectively with adults 2.96 0.67 81
Identifying children with special needs 295 0.78 75
Using effective communication techniques 2.88 0.68 76
Forming and working with teams 2.85 0.72 75
Building community / parental involvement 2.84 0.71 73
Conducting a meeting 2.83 0.79 69
Constructing timetables 2.71 0.88 68
Resolving conflict / handling confrontation 2.67 0.79 63
Ensuring all people are involved in the school mission 2.54 0.76 56
Putting vision into words 2.51 0.77 55
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Planning for future needs and growth 232 0.75 43
Organising school administration 2.29 0.81 44
Assuming responsibility for school based management 2.11 0.86 34
Using student performance data to plan curriculum 2.01 0.87 29
Using information technology and other tools 1.95 0.93 28
Working with the underperforming teacher 1.94 0.81 24
Applying educational law to specific situations 1.78 0.74 16

Clearly, headteachers felt most prepared to deal with those areas where they had had
experience in their previous career. Maintaining discipline and working with adults, for
example, the area in which heads felt most prepared, would have been a feature of any
teacher’s professional life. By contrast, one might have expected to see the application
of educational law at the bottom of the table. One might also expect that most areas
would have had a higher score had the headteachers been given more real responsibility
when they were deputies. The results of interviews described in Chapter 5, support the
results of the table in that headteachers were better prepared for areas that related to

teaching.

In his survey of 1,405 headteachers, Male (2001) found that 57% perceive themselves
to be either well prepared or extremely well prepared in the skills necessary for the role
of headteacher but only 7% indicated that training (NPQH) had been the principal
factor in their development. In the development of skills, 53% of respondents identified
experience rather than training as the key factor in their formation; and 65% felt that
experience was the major factor in the development of appropriate attitudes and values.

In order to gain a real understanding of a headteacher’s role, a deputy headteacher must
be able to gain experience of the leadership and management of, for example, finance,
staffing, buildings and site and dealing with children, parents, governors and other
stakeholders. This can only happen effectively in a school environment and requires a
headteacher who is able to share his experience and provide the opportunities necessary
for leaming the post. If we accept that this experience is gained during their teaching
career and especially whilst in the position of deputy headteacher then primary schools
must ensure that this experience is carefully planned. Deputies need to be prepared for

the new role of headteacher, a radically different job to that of deputy headteacher.
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When a deputy takes on the new occupational role of headteacher, a process of
professional socialization occurs. The new headteacher learns about the school and the
staff of the school, in turn, learn about their new school leader. In order to fit into a new
school environment, a new headteacher has to learn: skills to perform the job, e.g.
financial management; adjustment to the specific work environment, e.g. staff issues
and internalisation of values, e.g. collaboration (Feldman, 1976). Any organization
needs to pay close attention to the development of its employees. This usually will lead
to the introduction of some form of training. This form of developmental training
should take place for all employees. Handy notes that ‘Individuals do change over time.
They acquire new knowledge or find new capacities within themselves or learn to
interact with each other more productively. They learn to cope with stress or to help

others to do so’ (Handy, 1993).

Headteachers often feel isolated and are expected to carry out responsibilities for which
they are not trained; leading to a stressful situation. This is often seen by headteachers
in terms of their ability to complete tasks and the level of stress is ‘...often viewed in
terms of tasks that tax or exceed an individual’s self-perceived capability to manage
them’ (Chaplain, 2001). When employees’ jobs change radically, it is even more
important to ensure that they are properly trained. To expect someone to do a job
without training is to set up a stressful situation and there has been a major change in
the role of the headteacher that needs to be addressed through proper preparation. New
headteachers are mostly unaware of the history of the role of the headteacher and
indeed there is no reason why this should concern them; their concern is the significant
change in the role as they move from deputy to head. Usually, a deputy is primarily a
class teacher and has a completely different role to that of a headteacher who has total
responsibility for the leadership and management of the school. There are, however,
difficulties in providing a training programme for a role that has undergone and

continues to undergo so much change.

The UK has been slow to recognise the need to prepare its headteachers; to give them
the training they need to begin their new role effectively. The USA can trace university
programmes for the preparation of school principals and superintendents back to the
19" Century. Brundett (2001) is able to cite evidence of a training programme for
Superintendents devised in 1866. In England, however, training for senior staff in

schools began to develop in the 1960s, almost a century later. Local authoritie