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Abstract

Ironically, the concept of 'educational leaderstipiell concealed by its hype, and lies in staritrast
with the uncritical adoption of (new) ideas of leeship and management thought, school design,hend t
techniques of evidence based decision making. Tihvert task is to take up the challenge of complex
social, political and cultural influences, uncemtaconomic conditions, ever advancing technologies
increasing diverse student populations. In shant,challenge as educational leadership scholars and
practitioners is to figure out what our work asdes should be in new times.

Drawing loosely on the theoretical work of PierreuBdieu, and a continued research agenda, in &msrp

| outline a framework for educational leadershigttban be measured, but is not prescriptive. Theale
argument of this paper is that viewing leaderskip @aomplex social activity that is not directlysebvable
has the prospect of moving scholarship and our nstaleding beyond the superficial measurement ot wha
is directly observed to a thick description of eatimnal leadership. Such a move, privileges the
philosophical and scholarly elements of being agipial over the leadership and managerial. | athae

this is what is needed in the leadership of schfuolthe future and a framework for preparing tlegtn
generation of school leaders.

Introduction

As we approach the conclusion of the first decddbenew millennium educational leadership, at all
levels, is arguably at its most critical junctidie movement toward a standards based agenda which
attempts to define, breakdown and measure leageashihough it is something out there that can be
captured, combined with the performative measufesiocation pose a significant threat to the lesiter
of educational institutions. The pioneers and flelding scholars of educational leadership haea be
deliberately polemic in their attempts to push khemlge claims about leadership, management and
administration in educational institutions. Theyé&aought to establish new directions and intdsiots
with other kinds of knowledge, theory and practitiee current task is to continue this work and tafe
the challenge of complex social, political and grdt influences, uncertain economic conditionsreve
advancing technologies and increasing diverse stymtgpulations. In short, our challenge as edunatio
leadership scholars and practitioners is to figurewhat our work as leaders should be in new times

Drawing inspiration from John Smyth (1998; 2008)siimportant to state at the outset what kingaber
this is, and by implication, what it is not. My argent, which is deliberately challenging and poteard
therefore not to everyone’s taste, is that edunatieadership is a conservative field of inquhgttfor the
most part, engages in an under-problematised disnuand sociologically naive discourse of the alcmit
of leading educational institutions. The scholaace from which this paper emerges is the ongoing
research program of the author and specificalbyraently funded Early Career Researcher Grantitled
The Leadership Practices of Educational Manag@étss work is pivotal given the timing of recerdligy
moves recognising that educational reform is @itio advancing Australia’s future productivity asatial
inclusion. To this end, the Commonwealth governniastcommitted $3.5 billion over five years to daab
our national education system to pursue high-quatiucation for all Australian students (COAG, 2008
School reform initiatives under COAG have identiftanproving school leadership, including suppant f
school principals’ as a priority with an allocatioh$550 million. This increased political attemtits
supplemented by the current professional standam&ment being rolled out to school based education
professionals through such bodies as the Austrétistitute for Teaching and School Leadership
(http://www.teachingaustralia.edu)auationally and the New South Wales Institute e&dhers
(http://www.nswit.edu.auat the state level.




While the literature on educational leadership, aggment and administration is far too extensive to
review here, for the purpose of re-conceptualisivggprincipalship for the Australian education systin
the 2% century, it is important to understand the cursgate of play is a result of historical struggles
between social, cultural and political groups. Ashs any proposal for a ‘future’ perspective neteds
engage with and critically reflect on the histoliegents that have shaped our understanding, yet
simultaneously seek to shape the future with intiegalternatives. This enables the conception of
educational leadership as something more tharradéibnal administration of curriculum, pedagogica
and assessment practices devised elsewhere tmafa@ducational leadership that is based on et
rather than administrative principles (Bates, 2006b

Following a contextualisation, this paper is stmuet around what | see as the two key elementseof t
symposium: i) what might leadership for the futloek like; and ii) how might we prepare for it. Mos
importantly, this paper is built on the knowledpatteducational leadership as a field of inquiry Aa
relatively weak quality profile within the alreadyeak quality profile of education research (Gor&@D5).
In addition educational leadership has a reputdtiobeing deeply conservative, but conservatisnots
the path to more sophisticated knowledge. New difiereint voices are required to offer us alternativ
ways of being in the world (Waite, 1998). Gunted@Q) suggests that current fads educational
leadership are so intellectually and professionatigoverished that she concludes that no, or atlea
minimal, real scholarship exists in the field. Waed to ask serious questions about the nature i iwo
the field. English (2006) argues that advancindfigsld requires deep criticism of it, philosophigal
logically and empirically. He suggests that we dbsearch for pillars or core values but the cdetes
grounds on which educational leadership is defmedhent to moment. This is not about creating
foundational knowledge for the field but ‘a dynarrfloid, and connected ground of practice’ (p. 468)

Much of the research in the field of educationablership finds itsaison d”étran what many believe to
be the key mission of professional schools (e.gcation, business, nursing), that is, to develapatadge
that can be translated into skills that advancepthetice of professionals (Kondrat, 1992; Sim@v,&;
Van de Ven & Johnson, 2006). This professionalisatif knowledge, highly evident in the literaturfetiee
field, has been a barrier to the effective linkofcknowledge claims and action in education assaipline
(Lagemann, 1997) and educational leadership spaltifi Theory and practice are construed as distinc
kinds of knowledge. While complementary, they psassiifferent ontological (truth claims) and
epistemological (ways of knowing) perspectivesdddressing problems of practice. In an attempt to
address the theory-practice nexus, many researbbeessought to produce work which will help
educational leaders in their daily activities. reoccupation with the ‘real’ work of educationedtlers,
demonstrating ties to functionalism, positions $atship on leadership in education as a problewirspl
tool for managers in educational institutions. @ingdj so, it does not emphasise the many subtle imays
which cultural, social, historical and politicalrées, both individual and organisational influepcactice.

Rather than derive a sophisticated conceptualisatigractice from social theorists such as Bourdie
(1977; 1990; 1998) or Foucault (1977), the reseagenda of educational leadership has utilised@wa
and under-theorised view of practice. It has lichitself to ‘what leaders do’, restricted to thelthyp
movements of actors and the functional implicatiohsuch actions. This fascination with the micewd|
practices of educational leaders as they go aleadlihg education institutions goes part of the teay
explaining why there exist so many different modetsch basically are arguing for the same linear-
rational decision making process, inspired by modéc enlightenment based progress. This
sociologically naive (Carter, Clegg, & Kornberg2008) and under-developed conceptualisation of
leadership practice fails to engage with the disigernature of social interactions. To address this
positioning of leadership requires a deeper sogiod theoretical position than has traditionalgeh the
case.

In this context, there exists a need for scholarehimove beyond modernistic thinking and embraee t
complexity of ever shifting cultural, social, higtml and political relationships. That is, the eksion with
rationality and the appealing to common sense neebls robustly challenged through serious and
concerted study, something that is all too infrequie the field currently. However, if the initiagenda set
forth by this paper is to be met, and if a widediance of educational leadership researchers and



practitioners are to be persuaded by these insightalternate conceptualisation of leadershipgragon
is needed. The framework described later in thgepés one such alternative. Appropriating Smy®og)
use of Spivak’s (1988) notion of ‘enunicative spacdhe specific domain of educational leaderskiig,
framework described in this paper creates an oppibytto articulate what it means to be an eduacatio
leader; to tangle with the social issues beyondehknicalities of managing an institution; andihgv
some agency within which to question and challehgewider structures surrounding educational
leadership.

Our placein time

The Howard Government (1996-2007) undertook anudtssdoth ideologically and structurally — on
Australian education, most notably ‘public’ eduoatiand one that mirrors the Thatcherite refornmttién
UK (Bates, 2008). John Smyth (2008) appropriateighif's (2001) ‘bastard leadershiib label the
Howard era the ‘bastard leadership Australia hauhie®. The restructuring of education under the
Howard government, which Smyth summaries under keyrstrategies: i) market power; ii) structured an
culture; iii) funding and resources; and iv) demsand disparagement, has significantly altereddheof
the school leader. The current Rudd governmentiacation revolution’ has so far focused on building
the roll out of laptops to secondary students aed¢lease of a greater volume of school performaata,
as opposed to addressing the divisive educatidnypehvironment of the previous government, desihiee
rhetoric of public announcements. The principaldtap, uncontested | might add, become part of the
‘managerialist’ project of public administratiorlinquishing its commitment to liberal social demaiic
principles in order to get aboard the newly madesti competitive bandwagon of the self-managing
school. What is most troubling about this is thdi@ational leaders have been largely complicihig t
demise and foregoing their role as public intellatd (Gunter & Fitzgerald, 2008).

Education is explicitly linked to economic sustdiiidy and quality of life (Ball & Forzani, 2007 he
challenge of educational leadership knowledge tonty about the work of academics but about thecso
cultural norms of progress and change that aregbaine political nature of contemporary life. Symtwer
struggles are evident in government policy initiesi (e.g. professional standards, league tables,
performance pay, school-based management) and iegMegablished social movements (e.g. school
based reporting, participative decision making) nMaf the issues of the field are problematic, @ligh
they are infrequently discussed in such mannerc&ihn is however, a political activity. Educatibna
leaders, at all levels and sectors, need to perdhemselves as political players in a large idgiokd
struggle for power and domination within the largecial order (English, 2006). Substantial struggleist
on matters such as the purpose of schooling (Gallat962; Lutyen, Visscher, & Witziers, 2005; Malna
2006), competitive advantage (or at least the gpjation of Porter’s (1980) work in education) and
market ideology in education (Ball, 1993; Bell, 20(the uncritical adoption of business rhetoric
(Griffiths, 1985; Kelly, 2005), the participatior stakeholders (Anderson, 1998), evidence basetipea
(English, 2003; Kowalski, 2009), the recruitmentl gmeparation of future leaders (Gronn, 2003), the
teaching of educational administration in univeéesitBates & Eacott, 2008), and arguably most
significantly, school effectiveness and school iay@ment (Mulfordet al,, 2007). The underlying
assumption of this body of work is the desire tpiave school performance, usually measured by stude
outcomes. However, Bourdieu (1988) argues thatmecs which begin with official statistics are
objectified products which represent little morarttfabrications of institutional performance. A noav
focus on such products and performance measutssdangage with the underlying power struggles th
shape and define such documents and the perforntiaaicthey describe.

Educational leadership is a field maintained byietowhich legitimise existing policies/practicedan
conceals the dominance of particular groups, sed¢hastate (Lumby & English, 2009). Scholarship
provides a sense of certainty in uncertain contiéxtsugh the simplification of complex social adijo
enable a more limited range of choices so thatehkty school leadership is not overwhelming. Tole
of school leadership, officially determined by retatements and legislation, is far greater deflmecble
expectations. A crucial fact is that each officehe school principal is situated in the socialcepaf
school education that owes a number of its mos$indisve properties to the set of relationshipsdtds
with other school based personnel, schools anetsoat large. This is why Bates (2006a) strongguas
for the consideration of the school leader/sodielgtionship in the scholarship of educational &ratip.



That is, it is impossible to extract the role dfisal leader from this social space. Consequeritdy, t
modernistic research program of educational adinatisn, most strongly linked to the Theory Movemen
but still evident in the scientific stream of resgain the field, is fundamentally flawed. Any attpt to
objectify and/or de-contextualise leadership pcactiestroys that which it attempts to explain.

Leadership welcomes complexity and ambiguity anmthotibe represented in a neat framework. This is a
central underlying assumption in Samier and Bd2306) critic of authors who claim to have the ‘sev
simple steps reforming education’ or use snappgraens or mnemonic devices to sell their latest fads
‘adjectival’ leadership. In addition, the vast mitjpof leadership preparation programmes contitoue
advocate for a rationalisation of leadership pcac{Samier, 2002). However, even when practicesapp
as rational to an observer who may possess diieofiécessary information to reconstruct them s, suc
rational choice is not its principle (Bourdieu, 898The required conditions for rational calculasare
almost never obtained in practice where time iscganformation is limited, alternatives are ifthed,
and practical matters pressing. The educationdklea@r educational strategist (Eacott, 2010) destmates
a practical sense or ‘feel for the game’ by und@arding that the context of their practice is cangted
rather than fixed. Therefore, to understand theéeodrin which they work, leaders must have an
understanding of the collective unconscious assiompbdf their work, and the value placed on theirky
by a diverse range of societal forces and poweticgls. This involves leaders using and interpgetin
multiple sources of information, evaluating altéivepoints of view, and developing a reasoned and
defensible argument for practice. This requiredteacal reflexivity to distinguish the persuasive
educational assumptions which inform educatioradiézship.

This is however very difficult to extract. BourdiélO77) discusses this in relation to the roleraf a
expectations of researchers that require informtants

... bring to the state of explicitness, for the pwgof transmission, the unconscious schemes of
his practice. Just as the teaching of tennis, iblény chess, dancing, or boxing breaks down the
individual positions, steps, or moves, practicegctvintegrate artificially isolated elementary
units of behaviour into the unity of an organisethaty, so the informant’s discourse, in which he
strives to give himself the appearance of symbbistery of his practice, tends to draw attention
to the most remarkable ‘moves’, ... rather than #phinciples from which these moves and all
equally possible moves can be generated and whétbnging to the universe of the undisputed,
most often remain in their implicit state (p. 19).

Smyth (1998) discusses the major methodologicagigtes that emerge when we (researchers) seek
interpretations of lived experience from informaatsl the practical and ethical levels involved imking
sense of what is told to us, including what getduded, excluded, silenced or marginalised. Sirtiplend
naive research questions fail to adequately engébehe complexity of the socio-political contenét
educational leadership. Theoretically placing oorkiin this space however, enables us to advancé ou
use this in the collective sense of the field) woykconstructing a persuasive discourse of gragsroo
school leadership that contests the hegemonic baratic managerialism of school leaders discourse.

Any leadership practice must be recognised asengivoment representing a point in time, the prodtict
historical and contemporary struggles and developsné\n action represents a decision integratirth bo
the conscious and unconscious, based on timingrdB®awu(1977) suggests that failing to acknowledge t
timing of actions is to abolish strategies itselé adds that many mistakes would be avoided ifyezgent
were to bear in mind that the social structuresihghe engages with at any given time are the ptedif
historical development and historical struggles thast be analysed if one is to avoid naturaligiregse
structures (Bourdieu, 1988). This requires an prtation of the ‘state of play’, working at the sne
(greater society), macro- (systemic, organisatipm@ald micro-level (interpersonal). This engagenvett
historical developments enables a future orientatio

Y esterday, today and tomorrow

The very notion of ‘future leadership’ is somewpatblematic. The idea of future leadership, by
definition, implies that the leadership of tomorrsndifferent from the leadership of today. If weend



this, then even if we are to define the leadershijpmorrow, it will again become redundant thddaling
day. While this may appear somewhat simplistic témeporal issues are significant. Many have dismdiss
the ahistorical approach of discourse on educdtieadership. English (2002) expands this poirdrigue
that scholarship on educational leadership is lonilthepoint of scientificitywhere knowledge on
educational administration had a single point ddior Yet few, if any, challenge the notion of futu
leadership. In fact, many make their keep sellireglatest fad of future (or ‘futures’ implying mattean
one) focus.

There is a subtle difference to be consideredlatiom to a future focus. Firstly, there is thegtieal
aiming of a future-to-be inscribed in the pres@iis perspective is primarily concerned with
improvements in efficiency and doing the day-to-dagrations of the organisation better. The seé¢®nd
positioning the future as such, as something thatar cannot happen. This perspective focuses on
challenging incumbent practices and promoting immtiovn by rethinking the purposes and processes of
practices in the aim of being a field leading ingion. Failing to understand this distinction isr#ical
error in understanding the timing of strategies #edefore leadership. While the former gives ditento
playing the game better, the latter is about chaptlie game. It serves as the key distinction iatwh
Mintzberg (1994) discusses as trying to do theandrbetter, or rethinking the entire operation.

Basically, any attempt to define the essentialsdafcational leadership in the mastery of ever cimgng
repertoire of skills under conditions of risk, urteenty and competition is highly problematic (Bste
2006b). The distinction provided by Lakatos (1988)ween regressive and progressive research pregram
is useful here. A regressive program is one wheeriethods and content of the field of inquirylisays

at least one step behind the practice. This is comimleadership and management research as the ver
nature of leadership is to be at the cutting eddenowledge and practice. On the other hand, arpssive
program is one where methods of knowing are ahépdactice. Educational leadership has been
committed to a regressive research program andsthisignificant issue in the preparation of s¢hoo
leaders. If we acknowledge that the contemporanyeods and practices of school leaders are thdt i@fsu
ongoing ideological struggles for power and domasarthen educational leadership preparation becomes
about being involved as a critically reflexive giagner, not just a passenger or drone.

Michael Oakeshott (1967) suggested that the fundeahissue of education was to ‘join the conversati
of mankind’ (p. 159). Bates (2006b) appropriates th argue that ‘to become educated is to join the
conversation of the world, ... ... for it is only withsuch conversation that curriculum, pedagogy and
evaluation — those three fundamental message systesthools — can be properly understood’ (p. 283)
this is what we aspire to for educational leadgrsthian there is a strong rationale for Englishisipfor a
‘knowledge dynamic’ as opposed to a ‘knowledge bade preparation of aspiring leaders and the
professional development of current leaders in fad® is an initiation into identity constructiamdanot
the acquisition of managerial and technical knogéednd skills or a generic set of values (Lumby &
English, 2009).

A framework for educational leader ship

While it is too early to present empirical datanfrehe project from which this paper is basétis possible
to outline the framework for educational leaderghgt informs the work. This framework is built tire
assumptions expressed previously and is designaltbte for the investigation of leadership practice
without the need to prescribe any one way to gatthe role. The fieldwork instrument used in thedy
(see Table One) is supplemented with a descrigti@ach item (see Appendix One for an example)iwith
a Leadership Practice Coding Manual.

Within this framework, educational leadership inwed leaders demonstrating an understanding that the
context of their practice is constructed rathentfiged. Therefore, to understand the context inctvithey
work, leaders must have an understanding of tHeatdle unconscious (or cultural/educational)
assumptions of their work, and the value placetheir work by a diverse range of societal forceg.(e
social) and power relations (e.g. political).



Table 1. Leadership Practice Scale Fieldwork Instrument

LEADER SHIP PRACTICE CODING SCALE

1

2
Minimal evidence of

3
Moderate evidence of

4
Leadership has

9 No evidence of
=] education concepts education concepts leadership using substantially used
) guiding practice, or the| guiding practice, and/or| education concepts to| education concepts to
< use of any that are their use is significantly| guide practice. The use guide/inform practice.
2 evident shows limited limited or shows of concepts reflectsa| The use of concepts
8 understanding. significant flaws in moderate understanding  reflects exemplary
understanding. of contemporary issues. understanding of
contemporary issues.
1 2 3 4
Leadership practice Leadership practice Leadership practice Leadership practice
o] exhibits no explicit recognises and/or values  exhibits moderate exhibits substantial
8 | recognition or valuing of the opinions of a divers¢  recognition and/or recognition and/or
9 | points of view other than range of social groups valuing of opinions valuing of opinions
-g the dominant social but within the from a diverse range of from a diverse range of
3 group. framework of the social groups. However,  social groups. All
dominant social group. not all groups are opinions are accepted as
accepted equally. equal to the dominant
group.
1 2 3 4
§ Leadership practice Leadership practice Leadership practice Leadership practice
& treats no perspectives gstreats a minimal range of treats a moderate rangg treats most perspectives,
= political. All perspectives, methods of perspectives, methods and procedures
2 perspectives, methods| and procedures as | methods and procedurgs  as political with
35 and procedures are | political with underlying as political with underlying power
o presented in an power relations. underlying power relations.
uncritical manner. relations.
o 1 2 3 4
g Leadership exhibits no| Leadership exhibits a | Leadership exhibits a Leadership exhibits
& recognition and/or minimal recognition moderate recognition | substantial recognition
T valuing of historical and/or valuing of and/or valuing of and/or valuing of
2 developments historical (both historical (both historical (both
% (organisational and | organisational and field) organisational and field) organisational and field
T field) in relation to developments in relation developments in relation developments in relation
current practice. to current practice. to current practice. to current practice.
@ 1 2 3 4
& | Leadership is focused oh Leadership is focused on Leadership is focused| Leadership is focused
& fixing today’s today’s problems/issues  on the future of the on the future of the
o problems/issues by by improving the organisation and organisation and
g improving the efficiency| effectiveness/quality of| challenging incumbent| promoting innovative
Iy of current operations. current operations. modes of operation. and field leading

practices.

In education, this involves leaders using and prting multiple sources of information, evaluating
alternative points of view, and developed a read@mal defensive argument for practice. A high lefel
understanding this spauesolves the leader acknowledging the many sociads which act upon
practice. It requires a critical reflection to disfuish the persuasive educational assumptionshathform
educational leadership, an understanding of theevalaced on educational institutions and the edieca

process through social exchanges with a diversgerahpeople, and an explicit awareness of the powe

relations between different social groups both iniind beyond the organisation.

Additionally, leadership recognises that any givemment represents a point in time, the product of
historical and contemporary struggles and developsné\ny action represents a decision integratiotty b
the conscious and the unconscious, based on tifilrig.requires an interpretation of the ‘state lafyj

working at the meso- (greater society), macro-tésygc, organisational), and micro-level (interper.



Leadership must critically engage with the histalridevelopments of any initiative and focus on ddime
right things at the right time. It is also equatiyportant to know when to abandon a course of actio

While educational institutions often operate wittdnge bureaucratic structures and rigid regulatory
frameworks, leaders are able to move beyond timel lslonformity to rules and enact leadership stiateg
which actively promote and support innovation. Tihiglves moving debates from the day-today
operations of the school towards a desired futiate sAs such, it requires leadership to focushenftiture
of the organisation through challenging incumbeatfices and promoting innovation in the aim ofhigea
field leading institution. In this case, the leatefocused on fundamentally changing the natutbef
game.

In the context of leadership preparation, this eamark poses some fundamental questions. It makes it
difficult to hang a program on a single cohereegidn fact, the quest for coherence in a prograes g
against what the framework argues for. A leaderph@gparation program based on this framework would
be characterised by internal contradictions, anties, circularities and contested intersectiong Th
program would reflect the dynamic and contestedhitetin the field in which it is embedded.

How might we preparefor it?

Many education systems have implemented leadepmbjparation programs such as the National
Professional Qualification for head teachers inEhgland, professional standards and/or masteitsiddc
requirements in the US. However, these programsféea more about systemic socialisation and
normalising the work of leaders than engaging Witteder socio-cultural and political matters. Aaké
has no such requirement yet, however in recognifdche COAG priorities and the professional stadda
movement, the scholarship and practice of educaltieadership is arguably at its most critical jimre if
as a field we are to remain about more than jystrational and technical matters’ (Thomson, 2001).

Australia has a long history of teaching educatiadaninistration with over 20 universities offeripgst
graduates qualifications (Bates & Eacott, 2008wEkler Gronn (2008) stresses that the contemporary
market ideology of higher education reduces progoéferings to the lowest common denominator, i thi
case, the vacuous concept of educational ‘cha&g@ilarly, past criticism by Gunter (1997) and Halp
(1990) have lamented the ‘management by ring bgi@gproach of leadership preparation and
development. Smyth (2008) draws attention to tks lof scholars from educational leadership (to more
interesting and intellectually rewarding areas) thredbias towards academics focused on gettingshin
done, particularly things handed from above. Bé26§6a) describes this phenomenon as the abandbnmen
of studying schools as social organisms and theduexpansion of what Callahan (1962) labelled ‘th
cult of efficiency’. Bates believes that there iways an educational leadership — society relakigns
which partly defines what it means to be an edooatileader.

Missing from traditional leadership preparationgrams is the critical engagement with social space
which educational leadership is embedded. Themagtrity of programs are more about the ‘acquisitio

of sets of rational-technical skills required tomage schools and an acceptance of national aims and
values as ritually presented’ (Lumby & English, 20p. 108). Perhaps the most obvious change prampte
by considering a multidimensional concept of indual and group identity is that leadership is less
concerned with the acquisition of techniques tajpelied in predictable and static organisational
intersections and more concerned with understarttiaigt is a dynamic, dialectical connection betwe
leaders and followers who may at times exchangssr@ut where does this preparation take place?
English (2006) argues:

The first step must be to reconceptualise the qurufea singular, stable, standardised knowledge
base and to replace it with a more accurate andrdimperspective that admits to fissures,
antinomies, multiplicities and contradictions bepayt and parcel of growing and vibrant fields of
theories and practices. The location of such platresdy exists. It is called a research university
and in the construction of new knowledge based ohipte realities and multiple truths
embedded in multiple discoveries of inquiry. Astsutwill almost never be efficient, perhaps not



even cost-effective, but then, true discovery dgdificant intellectual and practical
breakthroughs rarely are (p. 470).

Professional standards and leadership capabititpéworks have opened the back door for leadership
preparation to be removed, if it was ever locatedustralia, off university campuses. If we remavey
privileging for advancing the field by researchieetacademics, preparation sites can be created by
anybody with a pulse. Significantly, leadershipgameation is reduced to training. At this historigal
significant point it time, education is calling famew type of leader, not one seeking to mairiterstatus
quo, rather someone who challenges contemporacjigea and asks the big questions of educationl Unt
school leaders and educational leadership schadfurs to the fore in the political game that isieational
leadership, the defining and re-defining of thermtaries of the field will continue to be set bysho
beyond education.

Conclusion

The marginalisation of critical and/or theoretidah scholarship in educational leadership remains
considerable issue. This paper follows Lumby angligh (2009) by not arguing for the removal of
managerial knowledge from leadership preparatidrrdther de-centring management and making it an
adjunct to the more critical endeavours of leadidgcation. This paper has been theoretical inforinyed
the work of Bourdieu. A purely theoretical readfghis work, as with Bourdieu, misses the pointra
text. The purpose of this paper is not to merelgripret the contemporary context of leadership quajon
in Australian for the Z1century, but to change our collective thoughtshenmatter. Change them in the
first instance by influencing the ways in whichtbstholars and practitioners of school leaderdfiigkt
about preparation for the role. As it is only byanging the ways of world making, that change canuoc
(Bourdieu, 1989). So what are we to say about dthred leadership for the future and the preparatid
educational leaders?

»  First: the scholar ship of educational leader ship, Grace (1995) argues for an approach to schofarshi
intent to:

.. place the study and analysis of school leadgilishis socio-historical context and in the comtex
of the moral and political economy of schooling. Yeed to have studies of school leadership that
are historically located and which are brought at@lationship with the wider political, cultural,
economic and ideological movements in society Jp. 5

As noted by Smyth (2008), it is important that dahghip in the field is not reduced to how to get
things done. As a field, it is imperative that veenain committed to a quality of intellectual wohlat
does not marginalise alternatives, embraces diyeasd contestation and rejects the naive adjéctiva
leadership sweeping the globe in the quest for efe@pderstanding of school leadership as a social
practice.

e Secondtheteaching of educational leader ship must move beyond the ‘one right method’ of
leadership preparation and not fear the contestati&knowledge claimsA program based on
contestation challenges the homogenising effectsarket ideology and seeks not to conform but to
lead. Hence, assuming that which it espouses. hgadvolves risk taking and leadership by defimitio
is about riding the crest of the wave, an innovatind dynamic program that forces students to
critically debate and challenge the underlying agstions of practice and policy will engage, assist
identity construction, and introduce participamts$he conversation of the world.

» Third: the practice of educational leader ship is not the conduit for governments to adminisigrin
control over society. School leaders need to speadnajority of their time working on what is most
important in their organisation. That is, the pemstgigal, curricular and evaluation practices of the
school. Practice needs to challenge assumptionganthbent ways of doing and critically debate
why and how things are done. School leaders neadkthe tough questions. Future generations of
Australian will not remember the school leaders @athers who got the greatest improvement in
value added data, but they will recall those wiepired them to think and engage in the conversation



of the world. This should be the legacy of a scheatler, not the official data used to producecfi
reports or construct league tables.

Fundamentally, educational leadership for the fitamd the preparation of future leaders depends upo
connecting the conversation of school leadership thie conversation of the world, a conversatiat th
simply cannot ignore the socio-political and hiitak struggle for power and ideological supremadgt to
mention, the identity construction of the educatithe educator, and school leader. Such an alteenat
approach avoids educational leaders becoming caesbiythe latest vacuous, de-contextualised orrande
problematised ideas such as ‘educational changaficipative decision making’, or the latest ‘adjeal’
leadership devoid of any sense of history or cdraer allow the development of a culturally semsitand
socially intelligent approach to school, studerd aammunity leadership.

Notes:

! This paper will be presented as part of Sympo9u@RA091083 Educational leadership for the future:
What might it look like, how might we prepare ft? it should be read in collaboration with the ¢hre
other papers STA09033, BEA09035 and MAT09036.

2 This is a competitive internal funding progranttat University of Newcastle.

3 Gunter names ‘distributed leadership’, ‘good sdsipayood/best practice’ with associated forms of
leadership that are ‘instructional’, ‘systemic’ dpdssionate’. This list could be expanded to idelu
‘transformational’, ‘turnaround’ or Michael Fullanlatest sell of ‘motion’ leadership.

* Wright used this term to refer to leadership whihnimated by the changing policy concerns of
government, and the vicissitudes of the educatioreaketplace, rather than any commitment to
substantive and situated values or principles.

® This is of course also an appropriation of Pauitite)’s infamous ‘the recession Australia had teeha
comment.

® The initial set of empirical data from the firgtar of the project will be presented at the 201(R&Aand
ACEL/CCEAM conferences in Melbourne and Sydney eetipely.
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Appendix One: Leadership Practice Coding Scale

ITEM 3: AN UNDERSTANDING OF THE POLITICAL SPACE

Description

Understanding the political space involves the leader demonstrating an understanttiaggthe context of
their practice is constructed rather than fixederEffiore, to understand the context in which theykwo
leaders must have an understanding of the colecthconscious (or cultural) assumptions of theirkyo
and the value placed on their work by a diversgeanf societal forces (e.g. social) and power i@iat

(e.g. political).

In education, this item involves leaders using amerpreting multiple sources of information, eating
alternative points of view, and developed a read@rel defensive argument for practice. A high lefel
understanding of the political spad®volves the leader acknowledging the many so@etds which act
upon practice. It requires a critical reflectiondistinguish the persuasive educational assumptidrish
inform educational leadership, an understandinghefvalue placed on educational institutions are th
educative process through social exchanges withesisg range of people, and an explicit awarenttseo
power relations between different social group$ilyathin and beyond the organisation.

A low level of understanding the political spadevolves an uncritical engagement with power refadi
School performance is represented as fact or asdg bf truth not open to interpretation. Decisions
impacting on the school are viewed as static atdpen to question.

NOTE: For the purpose of scoring this item, the focus is on what is observed and a judgement as to the
proportion of the observed practice that is evident of understanding the political space.

Scoring Scale

TO WHAT DEGREE DOES LEADERSHIP PRACTICE DEMONSTRATE AN
UNDERSTANDING OF THE POLITICAL SPACE?

1. Leadership practice treats no perspectives asiqadlitAll perspectives, methods and procedures|are
presented in an uncritical manner.

2. Leadership practice treats a minimal range of patspes, methods and procedures as political vith
underlying power relations.

3. Leadership practice treats a moderate range opeetises, methods and procedures as political yith
underlying power relations.

4. Leadership practice treats most perspectives, rdstlamd procedures as political with underlyjng
power relations.
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