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:Z3% %% — * Future Trends for Schools

Schools are under pressure to totally rethink what
they do and how they do it.

e Schools no longer serve as a sifter of
manpower nor a provider of terminal
qualifications, but the starting point of lifelong
learning.

e Primary and secondary schools are no longer
seen as places for narrow vocational
preparation, but are responsible for student
acquisition of core capacity for lifelong learning.

e Schools are no longer the major provider of
information, and hence its role of feeding
information will soon deteriorate.

e  Schools are now given the renewed mission of
student development.

e Schools lives therefore go well beyond
examinable  subjects, and extend to
extra-curricular and extra-campus endeavours.

e Schools will move increasingly away from
“set-menu” curriculum for students, and will
play a weaker role in dictating students’
learning paths.

e Schools face pressure to liberate its structure
and hence will blur the formal/informal as well
as the private/public borders.

e Teachers will change from an information
provider and examination facilitator to mentors
of student development.

There is an obvious trend towards a new type of
humanity in education. The last two decades have
seen a shift of emphasis from the system to schools.
There is a further shift of attention from schools to
students. The shift is not only about the level of
focus, but also a shift from hard knowledge and skills
towards more intangible development of capacities
within the student.

If student development is accepted as a necessary
focus then all other routines in schools that are less
concerned about student development should be
reduced to the minimum. Education should be
brought back to its very fundamental mission;
education policies should concentrate on student
learning; school activities should be reduced to the
basics; school “management” should be brought
down to the utter simplicity.

The knowledge economy and technological
developments will drastically bring about a liberation
of human capacities in learning. Schools and formal
education in general must seek a new identification.
This is the basic task of educational reform at this
time of human history.

Extracted from:

Cheng, K. M. (2000). Schools into the new millennium:
In Quest of a New Paradigm. Keynote address to
International Council for School Effectiveness and
Improvement. Hong Kong.
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BiEimiR = < Learningin the 21st Century

The construct of ‘learning societies’ in the 21st e From competitive to collaborative practices;
Century has been dominated by the enormous whereas the book, the essay and the exam
growth in digital media. Computers, the internet and have all been isolated activities, the online and
Information Communication Technology (ICT) in networked environment allows for a much
general is rehaping education in the 21st Century in greater degree of collaboration.

the same way as the printing press transformed the
educational organization and the process of learning
in the 19" century. Spender (2002) describes the
nature of lifelong learning as we change from “the
old to the new”:

e From education as a right, as an established Extracted from:

system, to learning as a commodity, where the . )

y hg h yh | . Spender, D. (2002). e-Learning and its future. Paper for the
consume.r can c.oose (and where the learning Conference Connecting the Future: Global summit of online
products increasingly can be purchased). knowledge networks. http://www.educationau.edu.au/

) ) ) globalsummit/papers/dspender.htm, March 2002.
e From education which controls entry, which

regulates availability, to learning for all, to
deregulation.

e  From education as a qualification or credential,
to learning and skilling as a lifestyle; where
instead of working your way through someone
else’s prepackaged information, you cherry
pick from all the available courses to get the
skills you need for the work you want to do.

e From education as a scheduled activity, to
learning any time, any place, any pace;_what
ever you need for as long as you want it and
you only pay for what you use.

e From taking in content (studying), to making
information, doing something with the
resources, creating something new - a
solution, process, methodology.

e  From memory testing, to the demonstration of
performance; it's not what you know (which
has little value in itself) but what you can do
with it — the value is not in the known but the
new.
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BiEim#8 X ¢« Principals and Culture

For decades, the terms climate and ethos have been
used to capture this pervasive, yet elusive, element
we call "culture." Although hard to define culture is
extremely powerful. This taken-for-granted aspect of
schools, too often over-looked or ignored, is actually
one of the most significant features of any
educational enterprise. Culture influences everything
that goes on in schools: how staff dress, what they
talk about, their willingness to change, the practice of
instruction and the emphasis given to student and
faculty learning. Culture is the underground stream of
norms, values, beliefs, traditions and rituals that has
built up over time as people work together, solve
problems and confront challenges. This set of
informal expectations and values shape how people
think, feel and act in schools. This highly enduring
web of influence binds the school together and
makes it special.

School leaders from every level are the key to
shaping school culture. Principals communicate core
values in their everyday work. Teachers reinforce
values in their actions and words. Parents bolster
spirit  when they visit school, participate in
governance and celebrate success. In the strongest
schools, leadership comes from many sources.

School leaders do several important things when
sculpting culture. First, they read the culture — its
history and current condition. Leaders should know
the deeper meanings embedded in the school before
trying to reshape it. Second, leaders uncover and
articulate core values, looking for those that buttress
what is best for students and that support
student-centered professionalism. It is important to
identify which aspects of the culture are destructive
and which are constructive. Finally, leaders work to
fashion a positive context, reinforcing cultural
elements that are positive and modifying those that
are negative and dysfunctional. Positive school
cultures are never monolithic or overly conforming,
but core values and shared purpose should be
pervasive and deep.

What are some of the specific ways school leaders
shape culture?

= They communicate core values in what they
say and do.
= They honor and recognize those who have

worked to serve the students and the
purpose of the school.

= They observe rituals and traditions to
support the school's heart and soul.

= They recognize heroes and heroines and
the work these exemplars accomplish.

= The eloguently speak of the deeper mission
of the school.

= They celebrate the accomplishments of the
staff, the students and the community.

= They preserve the focus on students by
recounting stories of success and

achievement.

Ganado Primary School in Ganado, Arizona, was
once identified as one of the worst schools in the
state. Now the culture is one that supports learning
for its Navajo students, professional innovation for
its staff and meaningful parent involvement for its
community. The principal, Sigmund Boloz, and his
staff regularly meet for "Curriculum Conversations"
about new instructional techniques and they
discuss new books during "Teachers as Readers"
meetings. The school acclaims  student
accomplishment of all types during the "Celebrating
Quality Learning Awards." The building, whose
architecture  symbolizes the four directions of
Navajo beliefs, has student work and the rugs of
skilled Ganado weavers displayed everywhere.
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Joyce Elementary School in Detroit, Michigan, has
developed a strong, student-focused culture. The
school is located in an economically depressed
area, but its culture is rich with hope and support.
Over the past 20 years, Principal Leslie Brown Jr.
has worked with his staff and parents to build a
place that values its students, encourages
professional improvement and celebrates success.
Regular classes for parents support their interest in
learning. Staff hold high expectations for
themselves and students. Joy and caring fill the
hallways. A special honors ceremony with
speeches, medallions for the students and time to
reflect on personal achievement attracts hundreds
of community members each year.

Extracted from:

Peterson, K. & Deal, T. (1998). How leaders influence the
culture of schools. Educational Leadership, 56.1:28-31.
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5248 %%.C « The Triplization Process

ARBRESFRBRRENM

Globalization, localization and individualization are necessary components of current educational reforms. All of
these processes as a whole can be taken as a Triplization Process (i.e., triple + izations) that can be used to
discuss educational reforms and formulate the new pedagogic methods and environment to implement new

curriculum for students in the new millennium.

Z;g:z' Conceptions and Characteristics Preliminary Implications for Education
Transfer, adaptation and development of values, | To maximize the global relevance, support, intellectual
knowledge, technology and behavioral norms | resources and initiative in schooling, teaching and
across countries and societies in different parts of | learning: e.g.
the world from/to a society, a community, an | e  Web-site Learning

c institution, or an individual (teacher or student): e |International Visit/Immersion Program
o e  Global Networking e International Exchange Program
E e  Technological, Economic, Social, Palitical, e  Learning from Internet
% Cultural and Learning Globalization e International Partnership in Teaching and
o e  Global Growth of Internet Learning at group, class and individual levels
8 e International Alliances and Competitions e Interactions and Sharing through
e International Collaboration & Exchange Video-Conferencing across Countries,
e  Global Village Communities, Institutions and Individuals
e  Multi-cultural Integration e  Curriculum Content on Technological, Economic,
e [nternational Standards and Benchmarks Social, Political, Cultural and Learning
Globalization
Transfer, adaptation, and development of related | To maximize the local relevance, community support
values, knowledge, technology and behavioral | and initiative in schooling, teaching and learning: e.g.
norms from/to the local contexts: e  Community Involvement
- e  Local Networking e  Parental Involvement & Education
o e  Technological, Economic, Social, Political, e  Home-School Collaboration
‘% Cultural and Learning Localization e School Accountability
E e  Decentralization to the Local Site Level e  School-based Management
8 e Indigenous Culture e School-based Curriculum
3 e  Community Needs and Expectations e Community-related Curriculum
e  Local Involvement, Collaboration and Support | e  Ability Grouping/ Classroom
e Local Relevance and Legitimacy e Curriculum Content on Technological, Economic,
e School-based Needs and Characteristics Social, Political, Cultural and Learning
e  Social Norms and Ethos Localization
Transfer, adaptation and development of related | To maximize motivation, initiative and creativity in
external values, knowledge, technology and | schooling, teaching and learning: e.g.
c behavioral norms to meet the individual needs and | e  Individualized Educational Programs
g characteristics: e Individualized Learning Targets, Methods and
ﬁ ¢ Individualized Services Progress Schedules
.c__d e  Development of Human Potential in e  Self Life-long Learning, Self Actualizing and Self
g Technological, Economic, Social, Political, Initiative
= Cultural and Learning Aspects e  Self Managing Students, Teachers and Schools
"g e  Human Initiative and Creativity e Meeting Special Needs
- e  Self-actualization o  Development of Contextualized Multiple
e  Self-managing and Self-governing Intelligences
e  Special Needs

Extracted from:

CHENG, Y. C. (2000). Globalization, Localization and Individualization for Effective Education. Keynote paper presented to

The International Congress for School Effectiveness and Improvement. Hong Kong.
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BiEitE+ ¢ Action Learning and Action Teams

Action learning describes a learning approach
which takes effective action to address real work
based learning and teaching challenges. The
learning occurs between a group of colleagues who
develop a united approach to addressing the
challenges. Action learning is more than ‘learning by
doing’ as it aims to develop a fresh perspective on
existing knowledge and experience to apply to
current challenges or issues. The need for review,
reflection, rethinking and reinterpretation of this
knowledge and experience is integral to the action
learning process. (ANTA National Staff Development
Committee: 1996)

Characteristics of effective Action Learning
projects

e Address challenges identified as important by
individuals, teams and the school.

e Have a plan that describes how the challenges
will be addressed.

e Have well-focused actions that lead to
significant and enduring improvements.

e Engage a small team of colleagues in a
process where they reflect on their learning,
develop fresh perspectives on existing
knowledge and support and challenge each
other.

e Are grounded in the reality of the school and/or
classroom context.

e Use actions and strategies from the available
theoretical frameworks (e.g. Gardner's Multiple
Intelligences, De Bono's thinking structures) to
provide a ‘learning edge’.

e Have a relatively short timeline, a beginning
and an end.

e  Address school and system initiatives, past and
present.

Characteristics of effective action learning teams

e Are made up of staff members who work
together to address identified teaching and
learning challenges and engage in action
learning.

e Engage in meaningful collaboration and
systematic reflection so that ideas are
transferred into practice.

e Assume collective responsibility for producing
more effective learning for all students
regardless of who teaches them.

e Address the tensions inherent in the personal
and professional relationships within the
learning team and avoid embattled positions.

e Experience three frames of support: personal,
professional and structural. A sense of personal
productive challenge and a balance between
pressure and support characterises their work.

e Require knowledgeable, skilled and supportive
principals who emphasise and model the
importance of staff learning and shared
leadership and act as coordinators and
coaches.

Incorporating action learning into the work of the
school

The process involves five actions or steps that
project teams can carry out once they are committed
to implementing an action learning project within a
school.

1. Select a project area.
2. ldentify a real work ‘vehicle’ for the project.

3. Focus the project and check its power for
improving student and staff learning.

4. Take action.

5. Evaluate the project.

Extracted from:

Johnson, N. J. & Scull, J. (1999). The power of
professional learning teams. Improving Schools (UK): 2

D).

National Staff Development Committee. (1996). A guide to
action learning. Australia: ANTA Publication.
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BiZimit+— - Leading School Change

Professionals who have conducted an analysis of
educational change in Thailand’s cultural context
have suggested two propositions about leading
change in schools. These may hold some lessons
for Hong Kong principals.

1. Target formal leaders and obtain their support
early in the change process. The leader’s role
as a catalyst for change seems necessary,
particularly in schools that are undertaking
reforms that run counter to deeply-rooted
cultural norms. Thus, early, firm support in
school leaders seems necessary for
catalyzing and sustaining the transformation
of schools into ‘modern organisations’.

2. Formal leaders must use strategies that
counter traditional norms of deference and
bring staff concerns to the surface so they
may understand and address staff resistance.
The high power distance prevalent in some
Asian cultures creates an intriguing problem
for change leaders. It would appear that the
leaders may need to ‘disarm’ themselves of
the most powerful tool at their disposal, power,
in order to promote lasting change.

In the face of the principal’s power and status, some
school leaders tend to show deference, forestalling
the initial impulse of staff to ask important questions
about the innovation. Consequently, leaders often
fail to collect the concerns and questions from staff
at the beginning of a change. They may come to
believe that they have achieved consensus where
none exists. The tendency of staff to respond with
surface  politeness also  drives  resistance
underground. The result is a polite, surface
compliance. This also means that managers fail to
tap the most important resource they possess in the
change implementation process, the knowledge of
their own staff.

Resistance is a natural by-product of the change
process. It is something leaders must learn to work
with; not something to sweep under the rug, to
bludgeon into submission or even to ‘overcome’
through argument. To successfully foster change in

organizations, leaders must learn to look for and use
resistance.

Some strategies to foster staff interest and
involvement in change projects include:

1. Obtain and cultivate the support of informal
leaders and leverage the resources of the
social network to create pressure and support
for change. Principals target informal leaders
in the initial implementation of the reform
project and maintain close contact with them
throughout. Assessing the resources of the
social network of the school, in some cases
the community, create support for change.

2. Use formal authority selectively to reinforce
expectations and standards consistent with
implementation of the innovation. Principals
over time use a variety of strategies that
increase pressure for implementation. They
are not afraid to use the authority of external
educational constituencies, the expectations
of the community and peer pressure to foster
change.

3. Find ways to inject fun, encourage the spirit
and celebrate shared accomplishments in the
workplace while maintaining accountability.
The skill of leadership lies in finding an
acceptable balance between the pressure for
change and group harmony.

Extracted from:

Hallinger, P. & Kantamara, P. (2000). Educational
change in Thailand: opening a window onto
leadership as a cultural process. School Leadership
& Management, 20(2): 189-205.
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| suggest that what educational leaders must do to
overcome the natural reluctance of teachers to try
new things is to develop a mix of vital factors:
Shared vision, understanding and respectful
relationships are all crucial elements of a culture that
fosters adult learning. This, in turn, promotes
thoughtful, responsible risk-taking (educational
"R&D") and craft expertise focused on real
competencies for all students. But something more
is needed to transform our schools -- a different kind
of engagement on the part of everyone (students,
teachers, parents and the community) and a new
understanding of what leadership qualities nurture
such engagement.

In my experience, most American public schools are
bureaucracies, not communities. Bureaucracies are
often managed by leaders who rely on compliance,
not commitment. Subservience to authority is valued
above all else. Such an atmosphere fosters the
mentality among students and teachers alike that
one need do only the minimum to get by. When
parents are faced with inflexible, bureaucratic
schools and compliance-minded managers, they are
more likely to take an advocacy or adversarial
stance.

By contrast, a shared sense of community nurtures
active engagement in learning and collaborative
problem-solving. Both students and teachers learn
more and do more when they feel a part of
something important that is larger than themselves
and that they have helped to create. Some of the
best independent, magnet, charter and new small
high schools have this characteristic. They are
places in which everyone does much more than the
minimum. These schools are also more effective at
involving parents, community members and
business partners in helping out and working with
students through mentoring programs  and
internships. This extended community -- and the
closer adult/student relationships it encourages -- is
crucial. By themselves, educators cannot possibly
solve the problem of motivating all students to want
to achieve at high levels. To create such learning

communities requires both new structures and a
very different spirit.

Structurally, school units have to be reduced in size.
Large schools need to be broken down into much
smaller units within the same building -- autonomous
schools-within-schools or academies in which a
team of adults works with the same students (and
their parents) over a longer period of time. These
structures enable adults to work much more
collaboratively. They also permit teachers to know
students well and so better tailor learning to
individual student needs and interests. As Theodore
Sizer has often said, "You can't motivate a student
you don't know."

The spirit of a learning community is one of shared
responsibility and collaborative inquiry for both
adults and students. Everyone's voice is valued.
Developing such a culture requires a leader with
qualities of heart and mind that are very different
from those associated with the traditional role
models. To get significantly better schools for all
students, good management is not enough and
charisma gets in the way.

Today's successful educational leaders understand
that they cannot make change alone or by edict.
They motivate groups to learn and to solve problems
together by asking tough questions and naming the
big problems while refusing to offer easy answers.
They are self-aware and reflective, they seek
constructive criticism and freely admit their mistakes.
They are leaders who, above all, model good
teaching every single day.

But there are far too few of them. Can more of our
educational leaders learn to say, "l don't know?" Can
they learn to trust groups to find the best solutions to
the pressing challenges of "reinventing education"?
Are they willing to take risks themselves and to
become learners and collaborators? The future of
American public education may well depend on
growing numbers of new leaders who answer these
questions with a confident "Yes!" and who have the
courage to act on their convictions.
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Five of the most common factors contributing to
teachers' resistance are:

Risk Aversion

Historically, many people have entered the teaching
profession because it promises a high degree of
order, security and stability. As a result many
educators are risk-averse by temperament, while
many who thrive in the business world are
risk-seekers. The educational "fads of the month"
that have swept through schools for the past 30
years have served to reinforce the beliefs of many
teachers that innovations are the fleeting fancy of
leaders who are here today and gone tomorrow --
and so are not to be believed.

'Craft' Expertise

Teachers' greatest sense of job satisfaction often
derives from introducing just a few students to their
“craft." Teachers have claimed that asking them to
give up teaching such units would be like telling
them to cut out a part of what makes them unique as
human beings.

Autonomy and Isolation

Risk aversion and craft pride contribute to educators'
reluctance to change, but the factors limiting their
capacity to change are their autonomy and isolation.
Fifty years ago, the opportunity to work alone for
most of the day was considered a plus for many
adults in our society. Autonomy equaled
independence. Not so today. The problems and
challenges in the workplaces of the 21st century are
impossible to solve alone. That's one reason why
teamwork is now the dominant mode of work nearly
everywhere -- except in education. But teachers
working alone cannot possibly solve the systemic
problem of how to get more students to achieve
higher standards. What do leaders need to do to
create the will to learn how to improve student
achievement? First, they must acknowledge that
most teachers care about students and they want to
make a difference. That's one important reason why
many chose the profession initially. Thus the

challenge in motivating teachers is to help them
understand what today's students need to know and
be able to do for work and for effective citizenship
and to help them learn better strategies for teaching
all students.

'‘Buy-in' Versus Ownership

Many school leaders say they talk to teachers about
how the world is different and then provide them with
workshops on new teaching strategies. But what are
the real messages? ‘Get kids to pass the tests, or
we're in trouble . . . and here's a workshop on the
new state standards to help you.” Not exactly
inspirational. Yet leaders expect "buy-in" from
teachers for goals and strategies that teachers have
never even discussed. Indeed, one of the biggest
problems faced by leaders today is how to get
"buy-in."

It's the wrong question and the wrong answer. The
question is how to create "ownership," not buy-in.

Understanding the Urgent Need for Change

Why do we need change in schools? When
education leaders asked this question, they often
give thin and inarticulate responses. How can
teachers be motivated to change if leaders cannot
clearly explain why it is important?

Extracted from:

Wagner, T. (2001). Leadership for learning: An action theory
of school change. Phi Delta Kappan, 82( 5):378-383.
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Values based strategic planning suggests that
planning is founded on values. Sergiovanni's (1995)
broader conception of values-based leadership
states that the specification of beliefs and
assumptions: “provides (schools) with a standard for
determining what is good and bad, effective and
ineffective and acceptable and unacceptable. Using
a values-based approach for defining the role of the
principal not only ensures that what principals decide
to do meets acceptable standards, but also provides
the school with a set of indicators that defines its
educational and moral health”.

The same basic philosophy holds true for
school-level strategic planning. Through clarifying
shared values — what the school exists to achieve —
schools prescribe for themselves acceptable
standards and guides for decisions.

Strategic thinking

Strategic plans are of little value if the people whose
lives they impact are unable to think strategically.

Strategic thinking on the part of teachers and the
broader school community means that they are able
to engage with the strategic intent of the school in
ways that empower them to question what should be
going on, what could happen and what is needed to
achieve those things that are highly valued by the
school. The extent of strategic thinking is usually
restricted to the submission of lesson plans. In such
situations, it is not surprising that teachers will be
indifferent to a new strategic plan for the school,
since they see it as having no relevance to their lives
as classroom teachers. It may also help to explain
why teachers are seen as being resistant to change;
their experience of it is as the victims of edicts from
on high.

The Seven Planning Hexagons

One strategy for getting staff involved in thinking
strategically is to promote the use of ‘planning
hexagons’. The ‘seven planning hexagons' are
simple cognitive devices that help people to plan
activities. For example, teachers may be asked to
develop a plan that would lead to improved
classroom practice in the Early Childhood area of
the school. The planning hexagon directs them to
consider why, what, when, where, who and how they
could improve what they have been doing in the
context of both the structure and the culture of the
classroom. In such a professional development
session, the teachers are being asked to think
strategically. They are to think about what they value
and how it could be contained.

A useful way of providing a framework for strategic
thinking is placing operational plans in seven
categories:

1. what happens in our classrooms;

2. human resource management and
development;

3. our management practices;

4. our community relations and client services;
5. our building and other capital resources;

6. financial resources;

7. risk management.

Schools need to have staff involved in strategic
thinking that encompasses all seven areas of
concern. Having staff involved in such strategic
exercises paves the way for the school to undertake
major strategic planning processes.
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Strategic Management Tasks versus Critical
Operating Tasks

Another strategy for getting staff involved in thinking
strategically is to distinguish between strategic
management tasks (tasks that define the uniqueness
of the school) and critical operating tasks (basic
tasks which must be performed by the school to
ensure its existence and through which it strives to
achieve its mission).

The underlying principle of this approach is that
effective schools pay equal attention to both
operating and strategic tasks. This principle
underpins the encouragement of strategic thinking
amongst teachers.

Critical Success Factors

A third strategy for developing strategic thinking
skills is the use of ‘critical success factors’. Critical
success factors can be defined as those factors that
provide an organization with its best opportunities for
achieving its mission and for ensuring that its
mission is both relevant and consistent with the
needs of its clients. Isolating critical success factors
can be a way of both building strategic thinking and
establishing a school management system.

The main purpose of critical success factors is to
provide schools with information which helps them to
determine whether they have been successful.
Critical success factors can also be used to
encourage teachers to think about the school's
performance in a strategic way.

Extracted from:

Quong, T., Stott, K. & Walker, A. (1998). Strategic thinking.
In Values based strategic planning (pp. 78-96). Singapore:
Pearson.

Reference:

Sergiovanni, T. (1995). The principalship: A reflective
practice perspective (3 edition). Boston: Allyn and Bacon.
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