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EXECUTIVE SUMMARY

Executive Summary
The UK Review is a BELMAS-funded project undertaken in 2018-2019. The objective of the project
was to explore and compare policy and practice in educational leadership, management and
administration in the four jurisdictions of the UK (Scotland, Wales, England and Northern Ireland),
consider implications for the future and assist critical examination, debate and the improvement of
practice and policy.
The project was conducted by means of five invitational, workshop-style conferences, each of
which embodied a highly interactive workshop design and was designed to represent three broad
‘constituencies’: policy (those concerned with policy and leadership at national and/or local levels);
practice (those concerned with leadership at the level of schools and colleges); and research
(those from universities whose main concern was research and teaching on educational policy and
leadership).
This report provides an account of the issues and themes generated by conference participants and
highlights similarities and differences between the four jurisdictions.
Across the jurisdictions, participants in the final, overview conference identified:
challenges for policy and leadership shared by the jurisdictions, specifically
• the socio-economic environment, including increasing numbers of children in poverty
•

a relatively narrow performativity agenda at odds with a growing focus on ideas of ‘wellbeing’

•

the wider background of politics and policy, often making establishment of coherent and stable
policy frameworks difficult

•

ideologically driven policy developments that result in overload on those expected to
implement them

•

policy rhetoric that does not match the reality on the ground

•

constrained budgets

responses by the jurisdictions, characterised by
• driving ideas, including attention to international comparators and dominant concepts such as
‘system leadership’ and ‘collaboration’
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•

differing ‘national’ values and purposes, with a shared vision more apparent in Scotland and
Wales, attention to structures more apparent in England and a lack of strategic decisionmaking in Northern Ireland

•

an over-politicisation of education
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•

changes in the middle tier of governance, which differ between jurisdictions and impact upon
relationships between central government, education agencies, local authorities, new forms of
collaboration, and schools

•

differences in the degree of autonomy sought or claimed for school leaders and the context in
which any such leadership autonomy is exercised

•

differences in the role of higher education in leadership development

future directions, including
• desire for a shared, collaboratively created strategy
•

a sense of direction and agency in Scotland and Wales that suggests future developments will
build on strengths, though with challenges too

•

sharp differences in England on whether the current system should be reformed or replaced

•

unique policy context in Northern Ireland with scope for ‘oven ready’ policies and strategies to
be enacted with the resumption of power-sharing government

•

desire to depoliticise education, leading to longer term sustainable practice and research
informed policy

•

cautious optimism in Scotland and Wales about further development of collaboration, less so
in England and Northern Ireland

•

a need to include missing voices at all levels

•

a need for greater emphasis on ethical and principled leadership

•

continued restrictions on funding impacting on provision for pupils, including the most
vulnerable

•

a need to address inequalities at societal as well as school levels

•

a need to learn more about impact on practice and how far young people’s educational
experiences actually differ between and across the jurisdictions

As authors of this report with an overview of all five conferences, we suggest implications for policy and
practice set out as propositions that policy-makers and practitioners are invited to reflect upon.
1. Policy learning is more productive than policy borrowing.
2. National discourses matter and central political authorities inevitably have
responsibility for setting the tone of these.
3. Reducing the politicisation of education by strengthening the voice and agency of
educational professionals and other stakeholders benefits policy and practice.
4. Educational leadership is more likely to be focused on its central purpose if the primary
force driving it is the needs of learners rather than changing structures.
5. Attending to both process and structure is more likely to keep the focus on learning as
the primary driving force and to achieve coherence in the system.
Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review
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6. Education, leadership and the prospects for collaboration benefit from conditions
where the measurement of success and failure by the results of competition and
standardised performance tests do not dominate.
7. Tackling inequality requires a wider understanding of social justice, within national
conversations around its causes, impacts and implications, and inclusion of
marginalised voices.
8. Getting the middle tier right is a major challenge.
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Introduction
The UK Review is a BELMAS-funded project undertaken in 2018-2019 with the aim of bringing
together views and understandings of the current state of educational leadership, management
and administration in the UK. Its outcomes are intended to assist critical examination and debate
concerning the policy frameworks and interpretations of educational leadership, management
and administration across the four jurisdictions of the UK – Scotland, Wales, England and
Northern Ireland.
The project is timely for a number of reasons. The last 25 years have seen a period of rapid
change in educational policy and organisation and yet it is many years since a review of the field
has been undertaken in the UK1. A further reason is that recent constitutional developments
throw into relief the important fact that education is a devolved matter in the UK: while
education in England is the responsibility of the UK Government (and Parliament), in the other
three jurisdictions it is the responsibility of devolved administrations and assemblies. although
in recent years the Northern Ireland assembly has been suspended. There are many ways in
which education systems in each of the four administrations differ and, in some cases, may be
further diverging. It is therefore instructive to learn more about policy and practice in educational
leadership, management and administration in those jurisdictions, to explore the similarities and
differences between them in their policy and leadership approaches and to consider implications
for the future. The review is unique in its scope and method: comparing the UK constituent
countries in a devolved governance context, through participatory conferences, has not been
undertaken before.
It should be noted that the conferences were held between March 2018 and March 2019. They
took place during a period of significant political change in the UK and, in at least one jurisdiction,
of on-going significant educational restructuring at system level. This report attempts to reflect
not only the position in each jurisdiction at the time of writing but also the fluidity of these
positions. For reasons of manageability, it was decided to focus the project primarily on schools
and the wider policy environment that influences them.
The purpose of the report is to provide an account of the issues and themes generated by
participants. The project was a process that, reflecting BELMAS’s fundamental aims as a Society,
facilitated discussion and collaboration between those working at policy and institutional levels
in the school system and those teaching and researching educational leadership, management
and administration in universities in the four jurisdictions of the UK. The organising committee
members have sought to reflect faithfully the views expressed in the conferences and to respect
the participatory spirit of the methodology, whilst recognising that as report authors we are
inevitably making judgments about what to include and how to synthesise the issues and themes.
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See for example the special issue of Educational Management Administration and Leadership, 27(3), 1999, and
Bush et al (1999).
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Section 2 explains the methodology of the project. Sections 3a to 3d comprise accounts of
the issues and themes arising in relation to each of the jurisdictions. These are based on the
outcomes of their respective jurisdiction conference, as well as reflections on the jurisdictions
from participants in the final, overview conference.
In section 4, the jurisdictions are compared. This draws on the outputs from the final, overview
conference. It summarises participants’ conclusions concerning the challenges faced by the four
jurisdictions and how far these are shared between them; the responses being made by the
jurisdictions and in what ways these seem to be converging or diverging; and the future direction,
or directions, of travel. In section 5, we as authors of the report suggest implications for policy
and practice based on a consideration of the accounts in sections 3 and 4. Section 6 provides
some final thoughts.

Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review
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Methodology
The project was designed to enhance understandings of complex developments and changes
in educational leadership and administration within the four jurisdictions of the UK. Its method
was to facilitate contributions from and dialogue between policy makers, educational leaders
and managers, and researchers. It was not constituted as a research study, but rather as a
participative exercise involving collaborative generation of knowledge, issues and themes. As the
project proceeded, a highly participative approach emerged to reveal many similarities with the
notion of PALAR (participatory action learning and action research) (Zuber-Skerritt 2011). PALAR is
a practice-orientated approach and a rich source of ideas and insights into how democratic and
dialogic knowledge generation can work.
We sought to infuse in the project’s activities a commitment to participatory learning and shared
creation of understandings by enabling those working in policy arenas, schools and universities to
engage together, in the spirit of participatory action learning. Keynote presentations, as explained
below, offered conceptual and theoretical viewpoints and analysis of policy and leadership
developments to inform discussion. The prime focus of the project, however, was on the ideas
and interpretations that emerged during dialogue. The report of these, in this document, is
available to inform further debate, as well as further analysis by others from differing theoretical
perspectives.
The project was conducted by means of five invitational, workshop-style conferences (Table
1). All five conferences embodied a highly interactive workshop design, with outcomes captured
on flipcharts and PowerPoint slides generated by participants. Conferences lasted 24 hours,
lunch-time to lunch-time, over two days.
The results of group discussions in all five conferences were recorded by participants’ collective
agreement and documented by them on the flipcharts provided (and then displayed on walls in
the conference rooms) or on computers in PowerPoint format that could be shared via projectors
during the conference. There were also plenary sessions in which all the participants came
together and raised questions and issues. Notes of these discussions were made by organising
committee members.
One conference was held in each of the four jurisdictions and a final overview conference drew
together the findings of the previous four conferences in order to develop comparisons and to
look towards the future.
Conference participants were invited by the project’s organising committee. Each conference
was designed to represent three broad ‘constituencies’: policy (those concerned with policy and
leadership at national and/or local levels); practice (those concerned with leadership at the level
of schools and colleges); and research (those from universities whose main concern was research
and teaching on educational policy and leadership).
Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review
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Four jurisdictional conferences
Participants in each jurisdictional conference were from organisations in the relevant jurisdiction,
except for members of the organising committee in attendance from other parts of the UK and
invited overseas participants who were asked to share, towards the close of the conference, their
perspective on the discussions. Selection of invitees in each jurisdiction was led by members
of the organising committee from that jurisdiction, who sought leading representatives from
organisations in each ‘constituency’ (policy, practice and research) to participate.
Members of the organising committee attended more than one conference, and, in a number of
cases, all four jurisdictional conferences, as well as the final conference, to provide continuity and
an enhanced comparative perspective.
Each of the four jurisdiction conferences was informed by two specially commissioned ‘keynote
papers’: one a jurisdictional paper, concentrating on developments in the country where the
conference was held, the other a conceptual paper exploring a concept or theoretical approach
important in understanding the issues in that country and in comparative analysis across the four
jurisdictions1. A number of ‘position statements’ by policy makers and practitioners within the
jurisdiction were also presented at each conference. Participants then worked mostly in groups.
These groups, guided by questions to focus discussion, were organised so that participants from
the policy, practice and research constituencies interacted.
In a ‘carousel’ session towards the end of the jurisdictional conference, groupings were changed.
Participants were asked to group themselves according to their self-identification as policy maker,
practitioner or researcher: each of the three groups worked to agree conclusions, generated
collectively on a flipchart, and then reviewed the flipcharted conclusions of the two other groups,
annotating the latter’s conclusions with their own comments.
The flipcharted outcomes from the group and carousel sessions, as well as notes of plenary
discussions, were typed up so that they could form an archive resource for the final conference.

Final overview conference
Outcomes from the jurisdictional conferences were reviewed by participants in the final,
overview conference, held in Manchester, and used to inform their deliberations. Participants
in the overview conference comprised sub-sets of the membership of each of the jurisdictional
conferences. The final conference reviewed the outcomes of the previous four jurisdiction
conferences in order to develop comparisons, identify themes and look towards the future.
The first activity in the overview conference involved participants, grouped according to their
jurisdictions, producing a ‘jurisdiction picture’ (a summary of key issues and themes in that
jurisdiction). They then shared their ‘jurisdiction picture’ with other participants in a plenary
session.
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Keynote papers and other documents from the conferences can be accessed at
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Following this, the jurisdiction groups were disbanded and participants were mixed into ‘crossjurisdictional’ groups to generate comparative analyses. The comparative analyses were shared in
a further plenary session in which participants identified final conclusions.
The ‘jurisdiction pictures’, comparative analyses and final conclusions were recorded by
participants’ collective decision via flipcharts and PowerPoint slides. These outcomes underpinned
the formulation of this report.

Ethics, confidence and the writing-up of this report
This final report was prepared and agreed by members of the Organising Committee. It draws
on all the flipcharts and PowerPoint presentations produced by members of the final conference
which in turn drew on similar materials produced at the four jurisdictional conferences. A small
number of illustrative quotes have been used, taken from the flipcharts that were presented
anonymously.
We were mindful throughout the project of ethical issues raised by the project method. In
particular we discussed with participants the ground rules of the conferences at the beginning
of each one, affirming Chatham House rules so that contributions and views expressed in the
discussions would not be attributed and agreeing that this applied to use of Twitter during
conferences. In response to questions about the use of participants’ views and conclusions
documented by them on flipcharts and in PowerPoint format, it was affirmed that all such
material would not be made publicly available but used only within the project. To extend
opportunities to comment and participate into the writing-up stage, including on the use made of
participants’ flipcharted and PowerPointed outcomes, a two-step process of consultation on the
draft report was undertaken. A draft of the report was shared with participants who had attended
the overview conference, inviting their comments for consideration which could be reflected in a
second draft. That second draft was then sent to participants in all five conferences, inviting their
comments for consideration which could be reflected in the final, published version.

Conference participants
The numbers participating in the conferences are shown in Table 1. The table indicates the
distribution of participation according to area of affiliation (policy, practice and research); those
classed as ‘external’ include invited participants from overseas and organising committee
members from other jurisdictions. The total number of participants across the five conferences
was 76 (34 policy, 19 practice and 23 research)2. We acknowledge some inconsistency of
representation across the conferences which was ultimately beyond our control. For example,
the percentage respectively of policy, practice, research and external participants in the Scotland
conference was 19%, 23%, 42% and 15%, compared with 26%, 22%, 33% and 19% in the England
conference. A list of participants and their affiliations at the time of their conference participation
is given in the appendix.

Some participants attended more than one conference. For example, the final, overview conference in March
2019 was purposefully made up of selected, invited participants from each of the four jurisdictional conferences and members of the project’s organising committee attended more than one conference. Hence the
sum of the figures in the right-hand column of table 1 does not equal the total number of participants.
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Policy
Scotland

Stirling
March 2018

Wales

Practice

Research

External

Total

5

6

11

4

26

Llandrindod Wells
June 2018

11

4

7

6

28

England

Birmingham
September 2018

7

6

9

5

27

Northern
Ireland

Belfast
December 2018

12

6

11

5

34

Overview

Manchester
March 2019

5

5

16

n/a

26

Table 1: Participation in the conferences
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JURISDICTION PICTURES

Jurisdiction Pictures

Figure 1: The United Kingdom (source: OnTheWorldMap website)

The four jurisdiction pictures below were drafted by members of the organising committee
from the relevant jurisdiction in July 2019. They draw on outputs from the relevant jurisdiction
conferences and from discussion in the final conference. In reading these reports it is important
to bear in mind the geography and demographics of the United Kingdom. As can be seen from
Figure 1, the four jurisdictions are very different in size. The geographical dominance of England is
reinforced demographically: almost 85% of the UK population resides in England (see Table 2).
Population (2017)

No. of schools

No. of pupils

Scotland

5.4 million (8.2%)

2,502 (2018)

0.69 million (2018)

Wales

3.1 million (4.6%)

1,617 (2017)

0.48 million (2017)

England

55.6 million (84.2%)

24,323 (2019)

8.82 million (2019)

Northern Ireland

1.9 million (2.9%)

1,048 (2018)

0.32 million (2018)

United Kingdom

66 million

29,490

10.31 million

Table 2: The Education Systems of the United Kingdom

Each of the four jurisdictions has responsibility for education through its own devolved
governance arrangements or, in the case of England, through the UK Parliament.
16

Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review

JURISDICTION PICTURES

3a. Scotland
The Acts of Union which brought together the Parliaments of Scotland and England forming the
United Kingdom in 1707 guaranteed Scotland its own education system, meaning that, while Scottish education laws came from London, Scotland’s education system was always different from
other parts of the UK. This difference was emphasised in 1999 when devolution reintroduced the
Scottish Parliament, with education being an area for which it has sole responsibility. As such, from
1999 all Scottish education legislation has continued to be decided separately.
Scotland’s local government structure and educational governance mechanisms have been in place
since the mid-1990s. The current governance structure comprises 32 Local Authorities (LAs) running Scotland’s state schools, which the vast majority of children attend, with only 4% of children
in Scotland attending private schools (Scottish Government 2017). The Scottish Government sets
the policy for education but does not employ teachers which is done by the LAs. The 32 LAs vary
greatly: cities with large populations (e.g. Glasgow 600,000+), rural and island authorities with small
populations but large geographic areas (e.g. Argyll and Bute 90,000; the Orkney Islands 20,000). All
LAs gain most of their funding from central government with only 15% raised from local taxation.
LAs are represented by the Convention of Scottish Local Authorities (COSLA) (http://www.cosla.gov.
uk). Despite occasional factionalism, all 32 LAs are currently COSLA members.
Each LA has an officer responsible for education. Titles vary but currently the commonest are
Director of Education and Children’s Services and Executive Director. Each LA has an Education
Committee (again titles vary) comprising of elected Councillors and this committee leads local
education policy. Over recent years, money for education has been tight and LAs have cut back
on central staffing. Trying to eke out limited finances, various LAs have introduced shared services
with neighbours but these attempts have been unsuccessful and abandoned. However, in 2018
the Scottish Government established six Regional Improvement Collaboratives (RICs), intended to
provide education improvement support and encourage collaborative working across their regions.
There are also various national bodies in Scotland e.g.:
•

Scotland’s examination system is run by the Scottish Qualifications Authority (https://www.
sqa.org.uk/sqa/47336.html).

•

The body responsible for the curriculum and educational development is Education Scotland (https://education.gov.scot), which also includes Her Majesty’s Inspectorate of Education. The Scottish College for Educational Leadership has been amalgamated into Education
Scotland and no longer exists as a separate organisation.

•

The General Teaching Council for Scotland (http://www.gtcs.org.uk) is an independent Professional Statutory Regulatory Body which registers all teachers in state and independent
schools in Scotland and is responsible for teaching standards.

The Standards for Leadership and Management (GTCS, 2012) include both the Standard for Middle Leadership and the Standard for Headship. Scottish Government legislation (Section 28 of the
Education (Scotland) Act 2016) has been passed making the Into Headship qualification (PG Cert
forming part of a Masters pathway; provided by seven university partners accredited by the GTCS)
mandatory from August 2020. New applicants for a headteacher post (except for the independent
sector) will be expected to have gained this qualification and as such, demonstrated achievement of
the Standard for Headship.

Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review
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Governance

CONSENSUAL
APPROACH
TO POLICY
DEVELOPMENT

DRIVE FOR
SYSTEM LEVEL
IMPROVEMENT

CENTRALISATION,
REGIONAL
COLLABORATIVES
AND LAS’ ROLE
AND POWERS

Delegates attending the conference in Stirling, which focused on the Scotland
jurisdiction, recognised that the contemporary policy focus on the governance
of Scottish education follows from Improving Scottish Schools (OECD 2015) and
is shaped by the OECD’s (2016) study of educational governance in complex
systems. This ‘empowerment agenda’ is set against a backdrop of established,
settled relationships in a multilevel system. Historically, a consensual approach
to policy development has been characteristic of this small system through
representational decision-making, with central and local government, national
bodies and professional associations involved in choreographed negotiations to
achieve agreement. Structural reforms in Scottish education occur at a measured
pace, relatively limited in scope in comparison to some systems. As recently
illustrated through the proposed education reform bill process (now shelved
in favour of a ‘collaborative approach’), radical restructuring would be politically
impossible given the widespread support for publicly-funded comprehensive
education, central to Scottish civic life and so claimed by all political parties. Such
commitment to Scotland’s young people brings with it a public consciousness that
education is a serious moral and ethical enterprise. The teaching profession has a
strong sense of this, with a continuing commitment to professional learning.
Further, the drive for system level improvement - ‘Excellence and Equity’, more
specifically closing an enduring poverty related attainment gap within a social
justice agenda – was acknowledged as placing the role of local authorities
(LAs) and school performance under a spotlight within a school empowerment
narrative. The position of the headteacher, described in the professional standards
as ‘the leading professional in a school and… an officer in the local authority’, is
also under review. The middle ground between central government and schools,
currently occupied by LAs, is now contested, although the threat of legislation to
impose restructuring has at least for the moment been removed. The position
and role of the new Regional Improvement Collaboratives (RICs – consortia of
LAs established through this reform programme) including the question of who
sets the agenda and who has oversight of these consortia, illustrate some of the
tensions between increasing centralisation in Scottish Government policy and
the role and powers of local government. The LAs have strongly resisted the RICs
becoming another layer of bureaucracy, simply reporting upwards to central
government. Instead, the ambition is for LAs to use the RICs as forums to increase
support for teachers and thus pupil achievement. (However, one conference
participant expressed a concern that the RICs were an elaborate “show-and-tell
exercise rather than actually encouraging real change through co-construction”).
Another significant development in the centralisation trend highlighted by
delegates is an attempt to reduce the power of the LAs through providing direct
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CHALLENGES
TO THE ROLE
OF THE LOCAL
AUTHORITY:
GENUINE
ENGAGEMENT
AND
EMPOWERMENT?

CHALLENGES OF
DIVERSITY AND
A CONSENSUAL
APPROACH

WHO IS
REPRESENTED?

BUILDING ON
LEADERSHIP
DEVELOPMENTS

monies to schools for specific government policies: limited Scottish Attainment
Challenge funding (for which not all schools or LAs are eligible) and the Pupil
Equity Fund (which many more schools are able to access). Previously, all school
funding was disbursed through LAs. Not surprisingly, LAs argued to maintain
their oversight and funding roles. A subsequent Joint Agreement avoided outright
conflict, illustrating traditional consensus building, to take forward the reforms
for ‘an empowered system’. The challenge is how such developments will help
bring about real transformation, raising achievement alongside reducing the
poverty-related attainment gap. Further, while policy documents characterise an
empowered system as ‘school and teacher-led’, thus far, there is limited attention
to ways of genuinely engaging with and empowering pupils, parents or wider
communities, including hard-to-reach and marginalised groups.
Delegates attending the conference in Manchester, during jurisdiction workshop
discussions focused on Scotland, identified that there are two central challenges in
this reform programme on educational governance: diversity of provision and the
continuance of a consensual approach to policy development. There exists a high
degree of uniformity across Scottish educational provision with central policies
and frameworks for school education related to quality assurance, curriculum
and assessment, professional learning and teacher professional standards. The
question arises of the degree of variance that will be tolerated between schools,
LAs and universities (especially ITE providers) within a comprehensive system.
Further, the joint agreement on the empowerment agenda raises questions about
whether the established practice of representational decision-making can bring
about system-level improvement, with particular regard to collaboration within
and between the different levels of governance. Beyond simply ‘sharing good
practice’, it has yet to be determined how far the structural changes in and to the
relationship between LAs through the RICs and to the role of the headteacher will
afford opportunities for critique and genuine collaboration. For transformative
change and to realise the improvement of Scottish education, rather than
replication of ‘good practice’ for policy implementation, problem-solving with
the co-construction of ‘next practice’ is required. Moreover, a question remains
about who is actually represented within consensual policy development and who
actually governs Scottish education.

Educational leadership, management and administration
Unlike the current turbulence in governance, contemporary developments related
to leadership and leadership development in Scotland build on substantial
work since the late 1990s, with particular regard to the role and development of
serving and aspirant headteachers. There continues a clear commitment, and
corresponding funding, to develop educational leadership in and across schools
and LAs. As part of a broader based focus on career-long teacher education,
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SYSTEM
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LEADERSHIP

OPTIMISM
ABOUT
DISTRIBUTED
LEADERSHIP

HEADS – POLICY
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DEGREE OF
CENTRALISATION

LEADERSHIP
AND LEARNING

TRANSFORMATION
WITHOUT
INTERROGATION?

a coherent strategy and framework for leadership development articulates
leadership exercised at different levels of the school organisation. Indeed, such
development has helped legitimate leadership as broad based, an idea and set of
practices that are gaining increasing traction across the system, especially around
teacher leadership. Further within career-long teacher education, ideas of system
leadership are part of the discourse, initially specifically related to experienced
headteachers contributing to policy deliberations. This concept has now widened
to include middle tier system leadership, with school leaders and teachers aware
of and contributing to system-level improvement. From this work, there was
a sense of optimism from the delegates of both the Stirling and Manchester
conferences about forms of distributed leadership, with career-long leadership
development opportunities. In this latter area, partnerships between national
bodies including Education Scotland, universities and LAs are evident.
There are three key challenges identified. Firstly, there is the evolving headteacher
role with changes to the balance of increased responsibilities, autonomy and
accountability. There are tensions around whether headteachers can be genuinely
characterised as policy actors or rather, simply implementers of externally
mandated reform. The second challenge is the degree of centralisation being
exercised by extant political leadership, the Scottish National Party Government.
Educational improvement remains central to government policy (and political
ambitions) and so is highly politicised. Indeed, it was suggested by a participant
that the “politicians still hanker after top-down leadership”. The third challenge
relates to strengthening the link between leadership and learning. Although
there is broad acceptance of ideas about leadership for learning and pedagogic
leadership, the relationship is not fully understood nor realised consistently.
The direction of travel for educational leadership and administration, within a
small and relatively cohesive system, involves seeking system improvement for
the benefit of all learners but at a fairly early stage of understanding of system
improvement. The limited framing in policy discourse around these ideas curtails
efforts for system-level improvement. How can you deliver transformation which is
not interrogated sufficiently?

Overarching themes
VALUES – DEFINING
SOCIAL JUSTICE

20

The first theme identified is the importance of values in educational policy and
discourse supporting a publicly-funded, comprehensive system. The current focus
on the attainment gap, social justice and equality may provide opportunities to
raise achievement across different marginalised groups of learners. However,
concerns were raised that social justice has been reduced to the ‘poverty-related
attainment gap’ as measured by statistical targets for literacy, numeracy, health
and well-being set out in a National Improvement Framework (NIF), rather than
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addressing poverty. One contributor even commented on the “current crisis
of democracy” and pondered whether it was possible “to unleash democratic
practices in schools to push forward?”. Further, the focus on structural change might
overshadow issues related to culture, relationships and ethos in education and
wider society, critical in achieving better outcomes, including for diverse groups of
learners.
HOW DOES
EMPOWERMENT
FOSTER
SYSTEM-LEVEL
IMPROVEMENT?

IN-BUILT
SYSTEM
CONSERVATISM?

TENSIONS
BET WEEN
UNIFORMITY AND
VARIANCE

A second theme relates to current policy reforms which make a link between
empowerment and system-level improvement. It is unclear how ‘empowerment’
will foster system-level improvement: what circumstances are needed to
enable school leaders to deliver transformational change? On one hand, there
are concerns that current policy is creating the over-responsibilisation of
headteachers and local authorities with regard to achieving narrow NIF attainment
targets, particularly given the impact wider socio-economic trends have on
achievement and school success, including the poverty-related attainment gap.
However, central government’s drive to direct improvement continues, through
established relationships between the different tiers and educational stakeholders
and the building of consensus through representational decision-making. This
might reflect in-built system conservatism, raising questions about the degree
to which settled patterns will afford opportunities for disrupting unquestioned
assumptions about practice at all system levels, necessary for transformational
change. Further, traditional approaches to policy and decision-making were felt
to limit opportunities for varied engagement, including dissenting and grassroots
voices.
In policy, there is a clear commitment to and funding for professional learning,
with various policies and systems through which teachers are accountable for
ongoing development – contractual obligations, professional standards and
recertification. A further theme is the degree of trust in professional decisionmaking that various governmental bodies and stakeholders demonstrate. While
there is general public confidence in the teaching profession, there are also
questions about the degree of trust that teachers and leaders experience in a
context of increasing central direction and performance management, especially
relating to attainment. To bring about leadership at all levels and transformative
change, educational practitioners need to recognise and create opportunities
for considered risk-taking and innovation. Practices around teacher leadership,
practitioner-enquiry and school-based curriculum development afford such
opportunities. Developments of this type will inevitably challenge the high degree
of uniformity currently found across the system. It was thought that there are
tensions about the degrees of variance in practice, for example in curriculum
provision, that are possible or desirable across a national system where success is
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being measured through narrow attainment targets.

PROCESSES
OF CHANGE
NOT FULLY
UNDERSTOOD
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As an overarching theme in both governance and educational leadership,
research on governance, leadership and system change was felt to be needed
in Scotland to inform policy, implementation and evaluation. Here, partnerships
across the education sectors including higher education seem critical to build
research-informed practice and need now to be fostered further. Overall,
Scottish education is a relatively cohesive small system seeking to realise system
improvement for all learners but the processes of change and improvement
across the system and within schools is not yet fully understood.
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3b. Wales
Wales is a relatively small jurisdiction. With a population of just over 3 million, it has fewer
people that many conurbations in England, but it has a strong culture, language and identity
which has been protected and promoted in recent decades through national policy and
through its changing and developing education system. Powers were devolved to Wales
by the Government of Wales Act 1998 and subsequent legislation. The Welsh Government
has seized the opportunity to forge a new system which is ideologically and professionally
different from that of England.
National policy is determined by the Welsh Government and led by a Minister for Education.
Twenty-two Local Authorities oversee local provision, but the need to rationalise these
led to the formation of four Regional Consortia as part of a National Model for Regional
Working. These are intended to deliver intervention and challenge, and bring coherence and
consistency to schools and teaching.
Around 30% of schools in January 2019 were designated as Welsh-medium (teaching through
the Welsh language) (Welsh Government, 2019) with significant variations in numbers. (In
Gwynedd Local Authority, 97 out of 99 schools are Welsh medium; in Blaenau Gwent only
one school out of 23 is Welsh medium.) In 2015, the General Teaching Council for Wales
became the Education Workforce Council (EWC), reflecting the holistic approach of the
Welsh Government towards education in Wales. The EWC is the independent regulator for
the education workforce in Wales. In 2019, just over 35,000 school teachers were registered
with the Welsh EWC, but it is interesting to note that these do not form the total number of
registered practitioners working in the education system. The number of registered school
learning support workers was similar at just under 33,000, with these and qualified teachers
making up 85% of the registered workforce. The total of just over 80,000 practitioners
recognises seven registrant groups: School Teachers; Work Based Learning Practitioners;
Youth Workers; School Learning Support Workers; FE Learning Support Workers and Youth
Support Workers giving an indication of the ways in which adults other than teachers
contribute to student learning and well-being (EWC Register of Education Practitioners,
March 2019).
In 2017 plans for a new National Academy for Educational Leadership began to emerge and,
although it is still in its early stages of growth, it has identified experienced headteachers
to act as Associates, providing leadership development support for serving and aspiring
headteachers.
At the time of writing, Wales is undergoing a major shift in policy and practice incorporating
significant changes to the school curriculum complemented by new approaches to
assessment, support for children with additional learning needs and new arrangements for
professional learning.
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Since devolution in 1999, the Welsh Government has been legally and politically
responsible for education and has made great play over its autonomy. The
statement of a former First Minister that there is ‘clear red water’ between Wales
and England sets out the policy and ideological context of education in Wales, a
point voiced frequently during the Wales jurisdiction conference. Building on its
cultural and historical infrastructures, some of which were drawn from its legal
ties to the English system, Wales now follows its own ideological path, set out
in the National Mission for Education in Wales (Welsh Government, 2017). Until
recently, the governance and delivery of the service have been the responsibility
of central and local government, advised by professionals and non-governmental
organisations, and supported at school level by voluntary lay people.
Local government reorganisation in Wales in 1996 led to the formation of 22 local
authorities but these were seen to lack the capacity to challenge and support
schools. In response, four new Regional Consortia were created to lead mainly
on school improvement and to oversee the implementation of national policy at
local level. They joined others including Estyn, the Wales education inspectorate,
the Education Workforce Council and the newly constituted National Academy
for Educational Leadership to form a middle tier operating at the level between
schools and central government. Representatives from all three were present
at the Wales conference and their voices were heard alongside those of other
participants including Higher Education institutions and teacher unions. The
current period of government in Wales has overseen a major shift to soften
the hard lines of policy in education and allow more vertical and horizontal
collaborative processes involving professional end-users in policy formulation.
Wales has firmly indicated its refusal to follow the English model of academies,
grammar schools and free schools. With the exception of fee-paying independent
schools, public sector education provision retains the practice of comprehensive
community education. A small but growing proportion of schools in Wales
conduct lessons in the Welsh language (referred to as Welsh-medium schools)
or are bilingual. Authority over individual schools rests with governing bodies,
some of which are merged to recognise the need for clustering of expertise
where individual institutions are small. The quality and effectiveness of individual
governing bodies remains a challenge and it is at this level that governance is
arguably most difficult to manage. A reliance on the leadership of the headteacher
rather than the direction of the governing body is still dominant in many schools.
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Educational leadership and administration
POLITICAL
PERSONALITIES,
PROFESSIONAL
VOICE AND
POLICY-MAKING
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COLLABORATION
WITH
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Led by a Labour government, with two periods of coalition (first with the Liberal
Democrats and then with Plaid Cymru), the personalities of individuals holding the
office of Minister for Education (the title changed at one time to Cabinet Secretary
and has now reverted to Minister) have played a significant part in policy making.
It is possible to identify periods of policy formulation in Wales where there has
been a move from political emphasis to the inclusion of a stronger professional
voice then back to a political agenda but with a strong performative subtext. At
the present time, there is a clear intent to create new policies for curriculum
and leadership in close collaboration with the professionals who will implement
them. The language is now about ‘co-construction’, and the practice of consulting
and involving professionals in policy formulation has arguably led to more visible
coherence and momentum than experienced in earlier periods of policy change.
The development of new, vibrant social media messages to convey this vision
in the English and Welsh languages is a further step. The use of social media
platforms such as Twitter (@WG-Education) has been a major initiative with one
statement, typically reflecting the change in the style of discourse:
Education in Wales is changing. From 2022 there’ll be a
new curriculum. Designed by teachers. Built for children.
Made for a fast-changing world. (https://gov.wales/
education-changing)

NATIONAL
MISSION AND
ALIGNMENT

CHALLENGE
OF POLICY
PROLIFERATION
FOR SCHOOL
LEADERS AND
GOVERNORS

The creation of a National Mission for Education in Wales (Welsh Government,
2017) has been significant, and although the action of producing national strategy
documents has been used before (for example, The Learning Country, Welsh
Assembly Government 2001), a fundamental difference today is seen to be
the alignment of other key policies and discussion documents supporting the
direction of travel. These include the introduction of a new school curriculum
and a National Approach to Professional Learning, the move towards a new
pay and conditions structure for teachers, the reconfiguration of a partnership
model for initial teacher education and continuing professional learning with
new accreditation arrangements for HEIs involved in ITE, new arrangements for
supporting young people with Additional Learning Needs and the continuing
emphasis on enhanced provision for individuals and institutions in areas of social
and economic deprivation. However, the proliferation of policy, even when broadly
supported by education professionals, is seen as a potential challenge rather than
a positive benefit for school leaders and governors and may be a factor impeding
the coherent adoption and interpretation of initiatives at local level.
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Overarching themes
Wales faces a number of challenges in terms of both policy and practice in
attempting to improve its education system in a coherent way, and these were
articulated by conference participants, but there was a strong view that the Welsh
Government was addressing these.
EQUITY AND
SOCIAL JUSTICE
– STANDARDS
NOT GOOD
ENOUGH FOR
ALL

PROFESSIONAL
WELL-BEING
AND PRESSURE
FOR OUTCOMES

Equity continues to be an issue: “excellence is still limited to too few learners and
our standards are not good enough for all” (Welsh Assembly Government 2011,
p. 5); and there continues to be a need to address standards of education in
geographical areas of social and economic deprivation where child poverty is at
an unacceptable level of 30%. The emphasis on social justice through provision
of resourcing, such as the Pupil Development Grant, attempts to compensate for
inequity but for many, evidence of sustained impact was still rarely visible.
The fine balance between ensuring professional well-being and the pressure
to deliver enhanced outcomes (most notably through improving PISA results)
becomes more prominent as the PISA reporting cycle appears. The need to
recognize the demands placed on headteachers was highlighted by a number of
conference participants:
[There is a] need to review the role of the headteacher (in
relation to the significant drop in headteacher applications)
and the multiple and competing external accountabilities that
impact on that role.
The potential impact on the health and well-being of Executive
Heads, headteachers of more challenging school contexts –
and all heads – needs to be explored and monitored.

NATIONAL
ACADEMY FOR
EDUCATIONAL
LEADERSHIP

The newly formed National Academy for Educational Leadership has made wellbeing a high priority and, through an assertive stance on formative rather than
summative testing processes, the Welsh Government has acknowledged that highstakes testing is problematic and has demonstrated its support for professionals
within the system in a radical way, a move applauded by school leaders at the
conferences.

CHALLENGE OF
ACCESSIBILITY TO
PROFESSIONAL
LEARNING

The rural nature of much of Wales provides challenges of accessibility to Regional
Consortia and to higher education provision of initial and continuing professional
learning. The re-accreditation of higher education providers of initial teacher
education (ITE) is potentially moving ITE towards a revitalised, cutting-edge
provision of a new generation of teachers. Changes to the pay and conditions
of teachers (a more recent power devolved to Welsh Government) and to the

26

Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review

JURISDICTION PICTURES

development of a National Approach to Professional Learning reinforce the
philosophy that Wales is seeing ITE and continuing professional development as
a coherent process of teacher education with professional learning at its heart.
New ways of blending professional learning and expanding on-line access to
professional as well as pupil learning resources are being explored.
CHALLENGE OF
LEADERSHIP IN
SMALL SCHOOLS

CHALLENGES OF
PRACTICE

Issues relating to the small size of many schools in rural areas were acknowledged,
particularly in relation to the capacity and quality of educational leadership. In
representing a rural constituency, the Minister at the time of writing has indicated
clearly that she takes a sympathetic line on the issue of school size.
However, these new approaches to system structure are not yet proven
in practice and, as in the past, it was felt that there is a danger the Welsh
Government will ‘policy’ its way out of challenges. Tensions exist between some
Regional Consortia and local authorities chiefly around funding and quality of
provision and problems with the fidelity of implementation (local interpretations of
national policy) still exist.
There has been a shift from ‘blame’ to understanding
performance issues. We are making progress in that regional
consortia are working in parallel but it is difficult as the
consortia have different backgrounds. The politics has been
‘problematic’.
Consortia have these arrangements in place but messages not
reaching down through system.

PURPOSE,
COHERENCE
AND
ALIGNMENT IN
A SMALL, SELFIMPROVING
SYSTEM

The challenge of national coherence remains, but the clarity and purposefulness
of the National Mission seems to be addressing this by offering policy alignment
as a fundamental condition of the move towards a self-improving system:
We are moving from compliance to a growth mentality.
However impact throughout the system is variable.
We are claiming co-construction but some of these new
initiatives haven’t hit staff rooms yet.
However, in global terms, Wales is a small system so there was a strong feeling
that the solutions to these challenges should be manageable. The concluding
plenary discussion at the conference was notable in emphasising positive
progress:
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Patience is needed with policy implementation; We now have
system ambition and cultural shift.
Significantly, it was noted that the Minister for Education at the time of writing
has changed the tone of discourse. The previous Minister had ‘apologised’ for
the quality of education provision in Wales and his predecessor had taken a
highly combative tone focusing on correcting the failures epitomised by poor PISA
results. In contrast the Minister at the time of writing has talked about shared
optimism and ‘We in Wales have much to be proud of …’ (Welsh Government,
2017 p2). This was echoed confidently by a number of participants at the Welsh
conference:
Wales has not always been good at singing its own praises or
celebrating successes.
It’s hard to celebrate success on a world platform when
Pisa results are low [but there are] different narratives now
about Pisa – low scores should not lead to the whole system
changing.
The continuing emphasis on authentic co-construction pervades the philosophy
and practice of the National Mission and the mood of the conference reflected
some degree of optimism. Participants at the Welsh conference showed a clear
willingness to ‘buy into’ the National Mission objectives:
There is a real opportunity to develop the four
transformational themes [from the National Mission Action
Plan] and for more joined up thinking at the middle policy
level to ensure strategic priorities have coherence and positive
impact.
SHARED,
CAUTIOUS
OPTIMISM AND
AUTHENTIC COCONSTRUCTION
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The expression ‘cautious optimism’ was used to describe the situation in Wales
at the conference in May 2018. The statement was revisited in the overview
conference in 2019 when the question was asked: is it possible to remove the
term ‘cautious’? The view was – “not yet”, so realistically there is some way to go to
ensure impact of the Mission Objectives, but the view of participants was that the
journey seems more positive than in recent times.
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3c. England
Policy responsibility for all levels of education and children’s services in England lies with the
Secretary of State for Education who reports to the UK Parliament. (There is no devolved
body for England.) Historically, the system has been described as ‘a national system locally
administered’, with responsibility for the administration of publicly funded schools and colleges
lying with elected local authorities (with some legal responsibilities also retained by churches).
However, since 1988 the powers of local authorities have been reduced both through the
delegation of management responsibilities to school governors and the enhancement of the
powers of central government. The latter has occurred, in particular, through the establishment
of a national curriculum and of high stakes accountability procedures through an enhancement
of the inspection system (administered by Ofsted, the national inspectorate) in conjunction with
the use of standardised tests in primary schools and national examination results in secondary
schools to call headteachers and governing bodies to account.
Structurally, successive governments since 2000 have attempted to restructure significantly the
school system, primarily through encouragement of the establishment of academies – schools
that have independent status but are directly funded by and accountable to the Department
for Education through eight Regional School Commissioners, who are civil servants (DfE 2016a).
Many academies are grouped together into overarching ‘multi-academy trusts’ (MATs), which
vary considerably in size and geographical spread (House of Commons Education Committee
2017). Responsibility for the schools in these trusts lies with a single trust board and they are
typically led by a single ‘chief executive’. Schools that were previously responsible to their local
authorities can choose to become academies or be required to do so if their performance is
deemed to be inadequate. Groups and organisations can also seek permission to set up new
academies (known as free schools). At the beginning of 2019, 32% of primary schools and 75%
of secondary schools were academies (DfE 2019). Schools that have not become academies
remain the responsibility of the 150 local authorities responsible for education, which also
retain some other general responsibilities in their area including school place planning and
responsibility for children with special needs. Besides MATs, there are other, varying types of
local federations and clusters in which academies and local authority schools work together,
and some academies are in no MAT and constitute ‘single academy trusts’.
The political rationale for the system reforms in recent years is that these will facilitate the
establishment of a school-led and thus ‘self-improving school system’ (DfE 2016b), though
central government has significant powers and influence. Headteachers in locally administered
schools are responsible for the management of their schools to their governors and those in
academies to the relevant independent trusts. Nevertheless, both governing bodies and trusts
are subject to the overall supervision of the Department for Education which has the power
to intervene when schools are deemed to be failing: local authority schools can be directed to
academise and academies can be transferred to another trust.
For a number of years England had a National College for School Leadership (later the National
College for Teaching and Leadership) which was responsible for a set of qualifications for
leaders at all stages of their careers, including the National Professional Qualification for
Headship (NPQH) which was compulsory for new headteachers between 2004 and 2012. The
NCTL was absorbed into the DfE in 2018, and the Teaching Regulation Authority created as an
agency of the DfE in the same year, but the qualifications still remain as do published national
standards for various levels of leadership and management. Preparation for these qualifications
is offered by a large number of recognised providers of leadership development. A Chartered
College of Teaching was launched in 2017.
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Delegates attending the conference in Birmingham, which focused on the English
jurisdiction, found the governance landscape in England to lack coherence about
the purpose of education. This incoherence was then seen to cause a lack of
consensus about what the balance in the system should be between standards
(quality), equity and innovation. Also, the system appears to be in a paradoxical
state in that there is the policy language of autonomy and a school-led system,
and yet an accountability culture that has a centralising, even nationalising, effect.
The structural reforms, intended to decentralise the system, have not resulted
in equity of agency. This was highlighted by leaders claiming some are more
empowered than others which leads to a danger that vital matters are eclipsed
by the more dominant discourses. A participant who expressed a concern about,
“Tyranny of autonomy lacking sanctity of legitimacy”, exemplifies an uncertainty
about where in the system authority is located. Another delegate expressed this
similarly, writing that there is: “Autonomy without authority”. A further quotation
confirms this fluidity of power and influence in the English landscape: “The interplay
of agency and structure gives dominance to regulatory agencies”. It is evident, from
notes recorded during the conference, that the complexity of the English system,
in the way authority is dispersed, raises questions about the efficacy of checks and
balances within a fragmented landscape.
Autonomy remains a key element in the discourse but is problematic and raises
many questions. For example, who is defining what is meant by autonomy and
who is allowed to be autonomous? Who does the ‘holding to account’ in the
landscape: Government? Regulators? Regional Commissioners? MAT Boards?
Local governing bodies? School leadership? Professional associations? The
market? The main view was that the performative accountability system is
the main driver of holding school leaders to account, and that there need to
be mechanisms for empowering the ‘voice’ of parents, professionals and the
learners themselves. The marginalisation of ‘voices’ appears to be more keenly
felt in rural and coastal areas of the landscape, where the lack of mechanisms
to ensure collective responsibility at a local level for all children seems to be
felt more acutely. The impact of a market ideology in the system was seen as
considerable and some argued that it has led to atomisation of the system and its
fragmentation. The view was expressed that there is a need to ‘move away from
balkanisation’ and to ensure ‘greater connectivity’.
Within the landscape there is evidence of contention about the impact of reforms
in England and, in particular, the diminishing role of the local education authority
and its democratically elected governance. Those most critical of the demise of
this particular middle tier were criticised for their ‘rose-tinted glasses’ and having
short memories about how bad some local authorities had been prior to 2000.
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SELF-IMPROVING
SCHOOL SYSTEM

CONSENSUS ON
NEED TO DEFINE
GOVERNANCE

There was a split in opinion within the conference participants and it was, in the
main (though not exclusively), along the lines of those identifying as academics
and those identifying as practitioners. The latter group challenged the view of the
former, perceiving them as wanting to ‘turn the clock back’; their opposing view
was that there are many cases where the ‘self-improving school system’ (with all
its imperfections) is making a difference and having an impact. Notwithstanding
these differences, there was a general consensus around the need to define
‘governance’ in the system and this was not necessarily about structures. Instead,
it was about policies, processes, bringing different stakeholders together, and
ensuring a ‘proper’ impact.
It was observed in the overview conference in Manchester how little the term
governance appeared in the notes collected and collated from the England
jurisdiction conference; it was concluded this illuminated a potential reason for
there being a lack of agreed purpose of education across the English landscape.

Educational leadership, management and administration
OPPORTUNITY
IN THE SYSTEM –
PESSIMISM AND
OPTIMISM

Those commenting on the English landscape seem conflicted over the extent
to which there is opportunity for school leadership and administration to be
exercised within the system and to make a difference. At the more pessimistic
end of the continuum, the lens is that the increasing centralised regulation (in
place to compensate for the increasingly fragmented landscape) is inhibiting
opportunity for school leadership and administration; the lack of coherence in the
system is debilitating and leaves learners and leaders vulnerable to the negative
impacts of a market ideology. At the more optimistic end of the spectrum, the lens
is that the reforms have liberated leadership and administration to make a real
difference where it matters most: the freedoms that have come from dismantling
command and control structures have enabled a school-led system which
provides an abundance of opportunity because school leaders are afforded many
opportunities for entrepreneurialism, innovation and autonomy within the spaces
created.
Some consider the ‘Academy’ policy agenda an opportunity and argue that it is too
early to properly evaluate its impact as there is insufficient evidence. Whilst there
is considerable media coverage about what appears to be going wrong with some
academies and MATs, there was evidence cited of leadership and governance
developing positively in these types of school, with school performance outcomes
improving and other benefits from being an academy or MAT. However, the
majority view suggested by the notes recorded during the conference was
conditional about the level of optimism concerning these specific changes in the
system. This may or may not be indicative of the particular group of participants
in the conference. Notwithstanding this caution, other opportunities identified
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included spaces being generated for curriculum and pedagogical developments
and an improving, evidence-informed culture in schools.
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The challenges mainly identified were related to a ‘constrained autonomy’ for
leadership and administration. As one participant described it: “for those who have
bravery…” , there is autonomy. Additional evidence of this disparity of confidence
within the landscape is in the following quotes: “The norm is cautious” and [it is] “a
risky place to be inconsistent”. These comments resonate with observations about
a landscape where leaders have to find their own agency rather than it being
systemically enabled. One participant expressed this, possibly optimistically, as:
“Political stasis is an opportunity”. Another described it as, “distortion gives space for
capacity to grow”.
The conditions of the market encouraging ‘winners’, rather than all being able to
succeed, was captured in the following comment: “Diversity in the system allows for
non-conformists to be outstanding”. Thus, the way for leadership and administration
to overcome the absence of systemic coherence was seen as to challenge the
status quo and be different. It was recognised that this gave potential for agency
at a local level and leadership of schools to be contextually determined, giving
scope to “expand and find more opportunity for collegiality”. Therefore, where one is
positioned will probably determine whether the fragmented landscape in England
is interpreted as empowering or not. It illuminates that what is seen as a challenge
by some (e.g. lack of coherence in the system) is seen as an opportunity by others.
“Leaders face increasing ethical dilemmas” commented a participant. Discussions
in the conference suggested that ethical and principled leadership is more
difficult in a pressured and marketised system. The pervasive accountability and
regulatory mechanisms in England, the insecurity of markets and vulnerability
of job security for school leaders, has created a climate where fear can preside
and seemingly lead to inappropriate behaviours, such as ‘off-rolling’ of poorly
performing students to influence school performance outcomes. Consequently,
one participant expressed a “need for more principled-informed leadership”, and
another asked, “What are the mechanisms through which educationalists can discuss
what education is for?”. From the views expressed, it appeared that a definite
existentialist challenge was considered to be present within the English education
system.
In the main, there was consensus that the actual direction of travel in England is
likely to be towards further fragmentation of the landscape. In addition, the system
would create further mechanisms to address the most egregious examples of
unsavoury conduct and modify actions taken by ‘rogue non-conformists’.
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DESIRE FOR
CONNECTED,
PROFESSIONLED SYSTEM
WITH CLEAR
FRAMEWORK

An espousal emerging from the notes recorded during the conference was to
desire a direction of travel towards a more connected, confident, profession-led
system that had a clear framework for the formation and continual development
of leaders.

Overarching themes
The key theme was the English landscape lacking coherence, and the implications
this has for leadership was therefore a connected theme.
VARIETY OF
FACTORS (IN
THE POLICY
FRAMEWORK,
SYSTEM, SOCIAL
CHANGES AND
GEOGRAPHICAL
DIFFERENCES)
CREATES
CHALLENGES FOR
LEADERS

The system being too complex, fragmented and subject to constant change leads
to tensions in the landscape around the principles and ethics of the accountability
mechanisms, which in turn leads to leadership behaviours that have unintended
consequences for some children. The middle tier is going through massive
change; this has the implication for leaders of increasing the perceived dominance
of the regulatory agencies and their frameworks. It can cause leaders to prioritise
the needs of the school above those of learners. It could be said that the system
creates pressures that give value to unethical leadership decisions, perhaps due
to the market ideology that has been driving much of the reforms. However, these
markets look, feel and operate differently in rural, coastal and urban areas.
Consequently, leaders of schools in England not only face challenges presented
by the pressures of the marketplace, they also face new ones, which include:
austerity-led decreases to school finances; knife crime; county-lines activity;
increasing poverty in their student populations; and parents being mobilised
through social media and confronting schools and their leadership. The themes
of autonomy and structures appear to remain key in the discourses within
the system and yet show little evidence of impacting positively on these new
challenges that leadership faces.

A FLAWED
OR BROKEN
SYSTEM?

Opinion was split over what should be the response to the situation found in the
English system. One was that we should view the system as flawed and in need of
improvement. The other was that it is broken and in need of replacement.
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Governance
COMPLEX SYSTEM
OF EDUCATIONAL
ADMINISTRATION

34

Governing education in Northern Ireland is complex. The Department of
Education promotes the education of children and young people and ensures the
effective implementation of education policy. It is accountable to the Minister for
Education and it is supported by a range of ‘arm’s length’ bodies. The Education
Authority was established in 2014 and became operational in 2015; it is a regional
body with responsibility for the provision and delivery of education and youth
services. The Education Authority is also the employing authority for teaching staff
in Controlled schools and non-teaching staff in Catholic Maintained schools. The
Council for Curriculum, Examinations and Assessment is a unique body in the UK
in that it advises government on what should be taught; it monitors standards of
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examinations and awards qualifications. In addition, a range of statutory and
non-statutory sectoral bodies (Catholic Council for Maintained Schools; Controlled
Schools’ Support Council; Northern Ireland Council for Integrated Education;
Council for Irish Medium Education) exist to represent and preserve the distinct
interests of a range of stakeholders in education (Perry, 2017).
Reflecting the role of the Churches in the governance of education, most children
in Northern Ireland attend a school aligned to their parents’ religious/cultural
background. The Catholic and main Protestant Churches have nomination rights
to the Boards of Governors in the schools under their control. Catholic schools
are generally referred to as ‘Maintained’ and schools attended by Protestants are
generally referred to as ‘Controlled’ schools. There is a small number of integrated
schools which educate children from different backgrounds together. There is also
a small but growing number of Irish Medium schools.

Educational leadership, management and administration
COMMITMENT TO
IMPROVEMENT

The unfavourable political climate was seen to have created significant difficulties
for the administration and leadership of education in Northern Ireland. Yet, there
is a general commitment to improvement. A key strength of the education system
was perceived to be the recruitment and retention of high quality teachers.
This means that there is a dedicated group of professionals who are working to
mitigate the negative effects of the political impasse (that existed till the start of
2020). Northern Ireland is also noted for its performance in public examinations
and these achievements are believed to be testament to a general commitment of
leaders throughout the system:
The NI education system has much to commend it – it has high
levels of performance amongst young people– we should
celebrate the achievements of the system and the sectors. There
has been a significant improvement in terms of academic
performance since 2007.

EDUCATION FOR
TRANSFORMATION

LEARNING
LEADERS

There was general agreement that the Education Transformation Programme which
aims to critically review and improve key features of the existing education system
will be successful in transforming aspects of policy and practice. Importantly this
programme includes a commitment to address the educational budget crisis
by revising the funding arrangements for schools and reducing the surplus of
school places. There are also plans to close attainment gaps and to enhance
the 14-19 education and training offering, whilst strengthening the potential for
collaborative working (DE, 2019 https://www.education-ni.gov.uk/topics/educationtransformation-programme (accessed July, 2019). Moreover, and recognising
the need to develop professional learning opportunities for teachers and leaders,
participants welcomed the strategy document: Learning Leaders: A Strategy for
Teacher Professional Learning (DE, 2016). This document at the time of writing
offers a basis for harnessing the agreed Teacher Professional Learning Framework
based on revised teaching and leadership competencies and linked to improved
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outcomes for pupils; the encouragement and promotion of organisational
collaboration and sharing of best practice through professional learning
communities; and strengthening and empowering leadership capacity in schools
and in the system.
BUILDING
COLLABORATIVE
LINKS

BUDGETARY
CONSTRAINTS

POLITICAL
VACUUM

Building collaborative links between schools is a clear priority. ‘Shared Education’
is provided for in legislation and policy and it aims to create more porous
boundaries between schools with the overall intention of improving schools,
enhancing professional practice and harnessing more positive relations between
the divided communities (DE, 2019).
Whilst the consequences of the local political imbroglio are a constant challenge
to educational leadership and administration, so too is the reification of
managerialist ideals within education. There is a concern that the intrinsic value
of education has been lost within a policy context that privileges managerial
values. The negative effects of managerialism have been amplified by the ‘austerity
agenda’ which has had a significant effect on reducing education budgets. School
budgets have fallen by £233M since 2010-11 (EA, 2018, https://www.eani.org.uk/
news/education-authority-briefs-northern-ireland-affairs-committee) The lack of
funding was seen to have placed school leaders under considerable strain and
there was a fear that educational leaders are disempowered within a region that
at the time of the conferences had no devolved government and continues to
grapple with the residual effects of a long and protracted conflict as delegates
explained:
Paralysis! – there is a non-functioning executive.
Trauma from ‘The Troubles’ is unresolved, affecting perceptions
and relationships in moving forward. Tolerance is a thin
veneer. Still a distance to go to reach resolution. The absence
of a devolved government has created ‘a dip’ in the overall
progress made.
Political paralysis trickles down and affects schools and
systems ...
These issues are further complicated by ongoing trade union action which
at the time of the Northern Ireland conference was in its eighth year. This
lengthy union action was perceived by some delegates to be a symptom of
long-term underinvestment and ongoing challenges to teacher autonomy and
professionalism that have resulted in a sense of disempowerment amongst some
school leaders:
School leaders are disempowered with no government
negotiating with unions

36
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DIMINISHING
TRUST

The limits of the business and performative model are made particularly manifest
in the accountability mechanisms for schools and there was a perception amongst
several delegates that trust between the Education and Training Inspectorate (ETI)
and schools is gradually eroding. There was a concern that the relationship
between ETI and schools had shifted from one where both parties were cooperating to improve schools to a ‘blame’ culture that has stifled rather than
facilitated the potential of schools to develop, as one delegate explains:
(There is a) fear of ‘doing the wrong thing’ instead of working
towards improvement. The ‘blame culture’ could be replaced
with an ‘improvement culture’…

LACK OF COORDINATED
APPROACH TO
LEADERSHIP
DEVELOPMENT

Policy tensions and contradictions are deemed to exert multiple pressures on
educational leaders who feel that they are largely left alone to negotiate a complex
policy terrain: The absence of a co-ordinated approach to professional leadership
training was believed to be particularly problematic. The current emphasis on
school/professional improvement through peer-peer professional development
and the use of educational consultants was deemed to create the potential for
poor professional practice to be shared, particularly when there are few perceived
mechanisms of quality assurance. Overall there was a sense that leadership
potential was not ‘nurtured’ within the system:
Leadership is not nurtured – no mechanisms to do that
Official networks of support for leaders doesn’t exist; informal
networks exist
Professional development for leaders is lacking
A leadership college doesn’t exist
Lack of political leadership limits change

LIMITED
ACADEMIC
RESEARCH
BASE

There was a general consensus that a coherent academic research base in the
field of educational leadership and policy in Northern Ireland could contribute
to education policy and professional practice. Stronger links between the
universities and the various education stakeholders was recognised as important
as it would allow for the most up-to-date research on education policy and
leadership to contribute to education policy and practice.
Initiatives that allow for the holistic development of young people were perceived
to be increasingly undermined by a competitive educational culture that lends
undue emphasis to individual pupil/school performance. So whilst teachers
and educational leaders are increasingly challenged by the complex mental
health needs and well-being of pupils, there are perceived to be few support
mechanisms or financial resources in place to offer pupils the extent of assistance
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required. Similarly, the focus on collaborative and joined-up working amongst
schools is deemed to be positive but its potential to improve schools or to embed
the reconciliation ideals which are enshrined in Shared Education Programmes
is diluted by a contending policy emphasis on forms of measurement which rely
on individual school performance indicators, budget constraints and funding
mechanisms which promote inter-school competition. These points are reflected
by two delegates below:
Current mechanisms of accountability and inspection are
unable to capture positive activities engaged in in schools.
Exerts considerable pressure on staff – needs to be reviewed;
Inspection does not reflect full quality of work in schools – seen
as narrow and punitive rather than celebrating success –
therefore growing tension with schools
Funding for shared education has enabled greater connectivity
between professionals. [but] The focus is on outcomes, results
and performance rather than developing social cohesion
ACADEMIC
SELECTION
REINFORCES
CLASS
DIVISION

The retention of academic selection at age 11 is a controversial issue and was
raised by some (but notably not all) delegates who argued that it hinders the
potential of young people from disadvantaged backgrounds and reinforces socialclass division:
The influence and effect of selection is ever present and holds
back system development.
The grammar schools will always be able to fill their places,
due to parental perceptions and expectations.
A big element of the NI education system is a class system.

DESIRE FOR
PARTNERSHIP

FEAR OF
ONGOING
POLITICAL
INERTIA

38

The future direction of education policy and administration in Northern Ireland
was perceived to be heavily contingent on the resumption of devolution and the
reinstatement of the local assembly. There was some optimism that the lack of
policy dynamism in recent years had stimulated an appetite for change and a
renewed effort to cement partnerships between the various sectors and
stakeholders in education. Whilst schools are currently financially incentivised to
work collaboratively through, for example, the Shared Education Programme,
there was an aspiration for greater cross-fertilisation between other educational
stakeholders so as to promote good practice and challenge fragmentation.
Despite the anticipation of improvements there were fears that the political inertia
will continue and its effects will intensify. There were concerns that the absence of
political leadership would only valorise the current practice of crisis management
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‘OVEN
READY’
STRATEGIES

FRUSTRATION
FROM
BREAKDOWN
IN POWERSHARING

BALANCING
POLICY
TENSIONS

and disjointed policy responses to fundamental educational issues. Concerns
were raised that the protracted Trade Union action may not be resolved in the
short term. Overall, there was concern that strategies and policies are ‘oven ready’
but that the absence of the Executive means that they are shelved whilst awaiting
ministerial approval. Whilst it was agreed that there is excellence at all levels of
the education system the lack of political momentum, sectoral fragmentation
combined with severe financial constraints were hindering progress.

Overarching Themes
The dominant theme emerging from the conference was frustration arising as a
consequence of the breakdown in power-sharing arrangements. The absence of a
functioning assembly was perceived to be compounding financial constraints and
stifling policy coherence whilst disempowering leaders in key aspects of
educational administration and governance.
Other emergent themes related to the challenges of balancing policy tensions:
concerns were expressed around how educational leaders are simultaneously
expected to promote the values of reconciliation in a society transitioning from a
violent and protracted conflict, advance collaborative working and embed the
values of social justice whilst responding to the pressures arising from a
straitened, academically selective and managerialist education system where
performance in public examinations is afforded greater priority. Consequently,
there was a consensus that the school system reproduces rather than challenges
societal division. The lack of quality-assured leadership training and the absence
of collaborative relationships between universities, schools and educational policy
makers were perceived to limit the capacity of educational leaders to effect
improvements and was a recurring theme in the conference. Yet participants
suggested their readiness for change and cited the commitment and dedication of
educational leaders and teachers as offering a platform for building on the
obvious strengths of the system.
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Similarities and
Contrasts Between
the Jurisdictions
This section draws on the outputs from the final, overview conference. At this conference,
members worked together in small cross-jurisdiction groups to consider similarities and
contrasts among the experiences of the four jurisdictions. This was done within a framework of
the following questions:
•

Challenges. What are the main educational, social, economic and international
challenges faced by the four jurisdictions? How far are these challenges shared
between the four jurisdictions?

•

Responses. How are the jurisdictions responding? In what ways do responses converge
or diverge, and what themes in policy, leadership and administration are suggested by
this comparative analysis?

•

The future. What is the likely future direction of travel across four jurisdictions, in respect
of policy, leadership and administration, and what policy narratives are expected to
underlie future trends? In what ways are future trends expected to converge or diverge?

Finally, they considered, in a plenary session, broad learning points from the project.

4a. Challenges
AGREEMENT ON
EDUCATIONAL AIM
AND ON GREATEST
CHALLENGE
(SOCIO-ECONOMIC
ENVIRONMENT)

WELL-BEING
CONCERN DOES
NOT MATCH
PERFORMATIVITY
AGENDA

Participants in all four jurisdictions agreed that the aim of education policy makers
and leaders should be to create education systems that embodied high quality
provision which was delivered equitably across all sections of society and which
had the capacity to innovate in response to changing needs and demands. There
was consensus also, however, that the greatest challenges for both policy and
leadership lay in the socio-economic environment within which all had to work.
Key concerns here were the increasing numbers of children in poverty, including
many of those whose parents were unemployed or in low paid or insecure jobs.
There was a growing focus on ideas of ‘well-being’ in relation both to parents on
the one hand and those in the education system, particularly teachers, who had to
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respond to their needs, on the other. However, such a focus often did not match
the relatively narrow performativity agenda that policy decreed.
CHALLENGE
OF WIDER
FRAMEWORK OF
POLITICS AND
POLICY

It was felt strongly that education needs to be seen as part of a wider system
with all the elements working together to address society’s problems. However,
recognition of the need for stakeholders to work together to address issues of
educational improvement led participants to locate the socio-economic concerns
described above within a wider framework of politics and policy. It was recognised
that structural factors presented challenges to the establishment of coherent
and stable policy frameworks in all the jurisdictions. Northern Ireland was seen
as a special case in that political and religious differences were closely related in
ways that imposed constraints on policy options; but elsewhere, too, differences
of interest, some of which were the direct consequence of policy decisions,
presented major challenges to policy makers and leaders.

IDEOLOGY AND
RHETORIC IN
EDUCATIONAL
POLICY

More broadly, many participants were concerned about the dangers of policy
developments that were ideologically driven and that imposed overload on those
who were expected to implement them. These concerns were exacerbated in
systems where policy content or emphasis could change abruptly with changes
of government or even of individual ministers. Also, the policy discourse often
embodied rhetoric that did not match the reality of how things were on the
ground. For example, exhortations to collaborate were seen as simplistic in
contexts where performativity pressures and structural realities encouraged
competition.

CHALLENGE
OF
CONSTRAINED
BUDGETS

42

Finally, all four jurisdictions were seen to be challenged by the resource
environment. Policies of austerity were placing great pressures on leaders
and others to manage constrained budgets, with particular pressures in areas
such as special educational needs, and there were also concerns about teacher
recruitment.
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4b. Responses
Driving ideas
PRESSURES
FROM
PISA

DOMINANT
CONCEPTS

THE ROLE OF
INTERNATIONAL
COMPARISONS

POLICYBORROWING
OR POLICY
LEARNING

In all the jurisdictions, it was recognised that there was much shared discourse
about directions of travel and terminology. For some jurisdictions, pressures
from PISA to judge national outcomes against international comparators has
the capacity to derail longer-term strategies, as had been the case earlier in
Wales, while, dominant concepts such as ‘system leadership’, ‘collaboration’
and ‘collaborative enquiry’ were used to inform and justify policy initiatives and
directions. It was recognised, however, that such ideas need careful analysis and
interrogation. Why are these words dominant? Do they mean the same thing in
each jurisdiction? Are they driven by research findings or by policy ideologies?
More generally, there is a debate to be had about the role of international
comparisons. Policy-borrowing (e.g. ‘emulate the Finnish model’), sometimes
driven by PISA, is problematic. The conversations in this project have not been
about policy-borrowing, but ‘policy learning’. The aim of this is not to ‘lift’ policies
but to develop greater understanding of policies in their contexts. This requires
conversation and questioning. It is not always clear therefore where such policy
learning will lead, but simple solutions need to be challenged. Expertise from
outside the jurisdiction can be valuable. For example, the Scottish and Welsh
Governments have usefully engaged external advisers to explore key policy issues,
and Scotland has a group of international advisers (‘critical friends’) which has
provided some challenging input.

The national framework of policy and governance
NATIONAL
VALUES AND
PURPOSES

Perhaps the most noticeable differences between the jurisdictions lay in the ways
in which overall ‘national’ values and purposes were expressed. In both Scotland
and Wales there was a strongly articulated sense of national purpose. In Scotland
this took the form of a “shared commitment to Scotland’s young people and a publicly
funded education system”; in Wales there was a similar sense of national confidence
and a wish to establish a national mission for education that all could share.
There was a difference in nuance: Scotland’s long history of national autonomy
in education and ongoing debates around independence gave education in that
jurisdiction a key role in the creation of ‘the national story’; in Wales there was
a strongly articulated ambition genuinely to ‘co-construct’ a national education
policy in ways that engage all key stakeholders. Such ‘co-construction’ appears to
be a relatively new concept in policy practice compared with previous concepts
such as ‘policy implementation’. However, it does rely on a stable and confident
government.
The picture presented in the other two jurisdictions was less coherent: both
appeared to exhibit fracture and/or fragmentation for very different reasons.
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In England it was recognised that national policies over many years, founded
on the idea of a ‘self-improving school-led system,’ while providing significant
opportunities for local initiative (see below), had led to a situation where
“governance lacks coherence about the purpose of education” and there was now “a
highly fragmented landscape”. In Northern Ireland, divisions in the system reflect
long-standing political, religious and social differences which are embedded in the
administrative structure through both religious division and selective secondary
schooling. Concepts of shared purpose were not entirely absent in discussion in
these jurisdictions, but these were strongly constrained. In England, it was noted
that recent Conservative governments had sought some coherence around ‘our
Island story’ and ‘British values’ but these were strongly contested; in Northern
Ireland it was felt that there were certain shared assumptions underlying the
system – for example, pluralism, social responsibility, and the holistic development
of the child - but these did not stop the system from being complex, contradictory
and competitive.
ROLES
PLAYED BY
JURISDICTIONAL
GOVERNMENTS

Underpinning these differences were differences in the ways in which the
jurisdictional governments played out their roles and attempted to frame the
national education policy discourse. In both Scotland and Wales this role was seen
as articulating a shared vision and leading participants towards it, although it was
recognised (in particular in relation to Scotland) that a discourse of engagement
and power-sharing can disguise deeper tensions in the system and raise issues
about access to policy arenas – “It depends on who’s in the room”. Nevertheless,
in both Scotland and Wales there was genuine sense of agency and possibilities
for progress through this. It was also noted, however, that developing a shared
discourse should be easier in relatively small jurisdictions.
The position in England again was different.
Policy emphasis was felt to be much more on structures than it was in the other
jurisdictions.
Need to define governance which is more than structures –
for example it includes policies, processes, bringing different
stakeholders together, ensuring the right impact - the evidence
comes from the term ‘governance’ hardly appearing [in
discussions about England]
At the same time, the strong performativity system in England (unique among
the four jurisdictions) made the English central government more powerful
and intrusive than any of the others: “The language of autonomy and decentralisation has paradoxically increased government control, particularly through the
accountability system”.
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In Northern Ireland the jurisdiction central government had been suspended for
some time when the jurisdiction conference took place and this was noted as a
major constraint on progress, leading to a lack of strategic decision-making and
polices that are ‘oven-ready’ but at a standstill with no Executive to implement
them.
OVERPOLITICSATION
OF EDUCATION

In all the jurisdictions, it was agreed that the over-politicisation of education is
generally not helpful. The political cycle tends to produce short-term and reactive
policies, which can be contrasted with the need for professional voice and
mechanisms that facilitate sustained growth. It was recognised, however, that
there are inevitably tensions here. Central governments can legitimately seek to
steer education systems in a desired national direction, while at the same time
wishing to encourage local initiative and innovation. The balance that is struck
between these pressures can have profound implications for quality, equity and
innovation in the system as a whole.

The middle tier
The ways in which the jurisdictional systems worked below the central
governmental level differed and was seen to be developing in different ways. In
part this reflected contextual issues, particularly jurisdictional size and inherited
structural and institutional forms. Three strands of difference can be identified.
The first relates to the changing role of local authorities; the second to the
changing pattern of agencies with specific functions; and the third to the ways in
which schools relate to each other.
THE ROLE
OF LOCAL
AUTHORITIES

OTHER MIDDLE
TIER BODIES

The established role of local authorities is being challenged, albeit in different
ways, in Scotland, Wales and England. In both Scotland and Wales, where many
local authorities are small, regional structures are being established. The aim in
each case has been to provide a degree of consolidation and co-ordination to
aspects of provision. In England, a key thrust of government policy over the past
30 years has been to disempower local authorities and enhance the power of
central government and ‘self-improving’ schools. This has significantly hollowed
out the middle tier. Northern Ireland, used to have five Education and Library
Boards that looked after schools in the regions, but these were abolished in 2015
and the Education Authority (EA) took on the role and additional roles in relation
to the employment of staff and financing of schools; the EA sits alongside a range
of other non-departmental bodies such as the Catholic Council for Maintained
Schools and Controlled Schools Support Council.
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HORIZONTAL
AND VERTICAL
POWER
DISTRIBUTION

Alongside local authorities (and the sectoral bodies in Northern Ireland) is a
range of bodies with various functions which operate at various degrees of arm’s
length from central government. All three have education inspectorates; Northern
Ireland has a body responsible for curriculum, examinations and assessment,
and Wales additionally has a body responsible for the education workforce and a
newly established leadership academy. England’s leadership college, in contrast,
was closed in 2018 with its functions absorbed into the national ministry.
The middle tier, therefore, in each of the jurisdictions is becoming increasingly
complex and questions inevitably arise about the distribution of power both
vertically between central government and its related agencies, schools and
colleges and those organisations that lie between, and horizontally among both
organisations operating at the national level, and also among the school and
colleges themselves. Collaboration between schools/colleges is strongly advocated
in the policy discourse, yet vertical levers remain strong.
In Scotland and Wales, for example, the question was raised about how far the
development of regional collaborative arrangements represent a necessary
reforming of relationships or a centralising tendency, a question enhanced by an
increasing use of direct funding streams to schools.
In England, the hollowing out of the traditional middle tier focused around local
authorities has produced two responses. One – encouraged by the central
government – has been the creation of multi-academy trusts; the other has been
the emergence of a range of collaborative processes at local level in some areas
which brings together schools, MATs, local authorities and dioceses to attempt to
re-establish a degree of local coherence in provision. This reflects a key theme in
relation to England: “The lack of mechanisms to ensure collective responsibility at local
level for all children – issues related to equity, quality”.

Schools and their leaders
RESPONSES ON
THE GROUND
CRUCIAL

SCHOOL
LEADERS
AND SCHOOL
AUTONOMY
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All four jurisdictions were clear that, whatever their policy and institutional
frameworks, all faced profound unevenness of educational quality and innovation
at the school level. In other words, national responses can only go so far –
ultimately it is responses on the ground that are crucial. This meant that the role
of the school and school leaders – especially headteachers – was a key theme
in the overview conference. Like collaboration, the concept of school autonomy
is part of the international discourse of educational policy, leadership and
administration. The amount of power delegated to headteachers and schools
and the trajectory that this was taking varied between jurisdictions, with England
furthest along this road. Nevertheless, a key underlying issue was frequently
articulated: “Autonomy is still a key element in the discourse but is still problematic
Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review

SIMILARITIES & CONTRASTS

and raises more questions than it answers – who defines ‘autonomy’ and who ‘does
the holding to account’?” Are headteachers genuinely seen as political actors or are
they primarily policy implementers? Whatever the answer to the second of these
questions, it was recognised across more than one jurisdiction that empowering
headteachers provided both potential benefits and risks. On the one hand it
allows “local agency potential”; on the other it can lead to increasing inequalities
between areas where autonomy is grasped and those where it is not.
SECURING
ETHICAL AND
PRINCIPLED
LEADERSHIP

THE ROLE
OF THE
EDUCATION
PROFESSION

PROFESSIONAL
AND
LEADERSHIP
DEVELOPMENT

VARIED ROLE
OF HIGHER
EDUCATION

A particular theme concerned the interaction between the structural parameters
within which schools were expected to operate and leadership behaviour. In
particular, there was concern that contexts of increased performativity and interschool competition placed pressures on school leaders to act in ways that were
not necessarily in the best interests of all young people. Consequently, acting
in ways consistent with ethical or principled leadership was seen as a common
challenge. Again, the concerns here came out most strongly in England (where
specific examples, such as ‘off-rolling’ were quoted), but the issue emerged as a
potential threat in all jurisdictions.
Discussions about changing pressures and demands on leadership led to broader
discussion about the role of the education profession. As already noted, there
were felt to be genuine attempts to engage the profession in policy discourse
in Scotland and Wales: “Grass roots voices beginning to get through” (Scotland);
“listening to the voice of practice” (Wales). This was felt to be less marked in England
and Northern Ireland. Associated with this were differences in the priority given
to professional and leadership development in the jurisdictions and how this was
articulated. There was felt to be genuine commitment (and funding) in Scotland,
with strong partnerships emerging and “ideas about leadership gaining traction”.
Similarly in Wales, while some argued that a policy concern with leadership had
arrived later than elsewhere, the creation of the National Academy of Educational
Leadership was seen as an indicator of national commitment. In Northern Ireland
the review of GTCNI leadership competencies/Learning Leaders was seen as
providing a potential direction of travel for development of leadership.
Views about the role of higher education in professional and leadership
development differed. In Scotland, in particular, this role was seen as positive with
masters-level learning, and ultimately qualifications, for all teachers the aim. In
Northern Ireland it was felt that there was a “need for increased partnership between
HEIs and schools” and the research agenda was “skewed away from leadership and
management, which, in turn, skews policy development”.
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The learner
EMPHASIS ON
THE LEARNER

DIFFERENCES IN
GOVERNANCE
IMPLY
DIFFERENT
CONCEPTIONS
OF LEARNER
NEEDS?

In all the conferences there was a strong sense that the primary force driving
discussion of leadership was the pressure created by changing patterns of
governance. There was only a limited voice or ideology around what is wanted for
learners. There may have been a number of reasons for this. Perhaps there are
no real differences in key learner needs across the jurisdictions, so these were lost
in comparative discussion. If so, it is not unreasonable to ask how the jurisdictions’
governance and leadership responses can be so different if the learners’
needs are essentially the same, and are such differences ‘worth the biscuit’? Or
perhaps those framing objectives at jurisdictional level have political rather than
educational objectives (e.g. nation-building in Scotland; marketisation in England)
and consequently do not focus primarily on the benefit to young people? Or do
they believe that their views on how best to organise society (which may differ
between jurisdictions) will, in turn, produce the best outcomes for young people?
It would be interesting to know whether there are, in fact, different conceptions of
‘a good school’ in different jurisdictions and how far young people’s educational
experiences actually differ. How do the challenges and responses in different
jurisdictions (e.g. the Scottish ‘social justice’ agenda) impact on young people?
What are the experiences of teachers in each jurisdiction? Do school leaders just
try to do the best they can whatever context they are in? These questions suggest
topics for future research.

4c. The future
Differences between jurisdictions apparent in section 4b on Responses suggest
that varied future pathways are likely to emerge. Though prophesying the future
leaves the prophet a hostage to fortune, some possible directions of travel
appear to be more likely according to the context of each jurisdiction. These
are highlighted in this section. As well as such differences of direction, there
are aspects of anticipated and desired futures that are shared by one or more
jurisdictions. These too are highlighted below.
READINESS
FOR CHANGE

COLLABORATIVE
IMPULSES
AND PARTIAL
INTERESTS
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Before turning to the detail, we note that across all the jurisdictions a
readiness for change was identified; and that in all of them, pursuit of a shared,
collaboratively created strategy for education, whilst varying in character and
success between jurisdictions, is an effort that takes place within contexts where
education is politicised. Educational leadership, management and administration
is likely therefore to continue to be a practice that is shaped by the opportunities
and the stresses and strains of collaborative impulses intermingling with partial
interests (organisational, sectional and political).
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Directions of travel
SCOTLAND
AND WALES:
BUILDING ON
STRENGTHS

In Scotland and Wales, there was a sense of direction and agency that suggests
future developments will build on strengths. Scotland was felt to have cohesion
as a small system moving in the direction of “system improvement for all learners,
whilst working with a fairly early understanding of the nature of system improvement”;
and Wales looked forward to building on authentic collaboration and a collective
will with a sense of optimism and a clear vision as a system, working towards
greater coherence. For Scotland particularly, a national narrative of nation building
and national identity is likely to be a continuing significant feature informing
educational policy.
Challenges to continuing in a positive direction in both Scotland and Wales
include social issues such as poverty and inequality as well as the danger of
fragmentation, with some parts of the system having more influence than others.
There was a recognition that it is important not be complacent. For example,
in Scotland it was recognised that, whilst there is a strong social agenda and
positivity amongst teachers with potential for teacher voice and agency to
drive change, there is still a need to attend to building a workforce which is not
subservient.

N IRELAND:
POLITICAL
INERTIA BUT
INITIATIVES
READY TO
EMERGE WITH
RESUMPTION OF
POWER-SHARING

ENGLAND:
REFORM OR
REPLACE?

Northern Ireland might be summarised at the time of the conferences as
experiencing political inertia but with initiatives ready to emerge. Lack of
government in the jurisdiction was holding back political decision-making, though
at the beginning of 2020 the political context changed significantly with the
resumption of power-sharing and devolved government. During the period when
devolution was suspended, it was felt that policies and strategies had developed
which are “oven ready”, including the Learning Leaders Strategy. It is to be seen if
the change in the political situation enables these policies and strategies to be put
into practice.
England has experienced, like Scotland and Wales, active reforms and changes
affecting educational leadership and administration, though there are sharp
differences within England on what these mean for the future. The different views
can be distilled into two viewpoints: reform or replace. There is a general sense
that there are problems with the English system being too fragmented and a
danger of this being exacerbated in the future, as well as challenges facing the
middle tier of the system. The question of what to do to address this generates
two distinct visions: one is that, yes there are flaws, but flaws also existed in the
previous system and the current ones can be tackled through reforming and
improving the system; the other is that, the system is fundamentally broken and
needs to be replaced.
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ROLE OF THE
CENTRAL
POLITICAL
AUTHORITY: HOW
TO DEPOLITICISE
EDUCATION?

VULNERABILITY
OF
COLLABORATION
WITH POLITICAL
AUTHORITIES

CENTRALISATION
AND INNOVATION

Central political authority shaping the future
A fundamental question raised in discussion about what can be learnt from the
UK Review project was: How do we depoliticise education in a proportionate
manner so that professionals rather than politicians influence education? In each
jurisdiction, the central political authority was seen as the ultimate or key source of
control and change. This centralisation of authority is likely to endure.
At the same time, the extent to which the central government authority listened
and collaborated varied and may well continue to do so. In Scotland and Wales
there was an awareness that what can be given (openness to collaboration) can
be taken away and this makes vulnerable initiatives for educational leaders and
teachers to exercise ‘bottom-up’ agency. In their different situations, it is also
true of Northern Ireland and England that the political climate can change with
significant impact on educational policy.
It was felt generally in the jurisdictions that there is a relationship between
centralisation and innovation: low levels of centralisation might encourage
innovation but make it uneven and risky; whilst high levels of centralisation may
inhibit innovation.
The situation of political inertia in Northern Ireland is a reminder that some
political decision-making is necessary for a public education system to change and
develop.

Collaboration: consensus on its value but contrasting experiences across
the jurisdictions
VALUING
COLLABORATION

Consistent with the concern about politicisation of education, across the
jurisdictions there was a valuing of collaboration in the development and
implementation of policy. This reflected a feeling that practitioners are at the heart
of driving change and a wish to heighten the agency of schools, recognising that
there may be tensions between this and national educational policy.

CAUTIOUS
OPTIMISM

There was cautious optimism in Wales about proceeding further in the direction
of partnership which includes “listening to the voice of practice” and the possibility
of “authentic collaboration” reaching a critical mass. Optimism was apparent in
Scotland too, though more guarded. In both Northern Ireland and England, the
desire to build partnership and collaboration was apparent. For Northern Ireland
there was an emphasis on building consensus across stakeholders, involving
sectoral bodies, universities, schools, and so on. Similarly, for England, there was
an emphasis on tackling what was felt to be a lack of dialogue and a need for
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NEED TO
INCLUDE
MISSING VOICES

NEED FOR
COHERENCE

mechanisms to include voice - the voices of parents, teachers and educational
leaders. Some voices are marginalised, a point that also emerged from Scotland
despite its generally greater optimism about the future.

In relation to Northern Ireland and England there was a feeling that greater
coherence in the system is needed. Conclusions about Northern Ireland
concerned a lack of joined-up thinking, too much crisis management and sectoral
‘voices’. In England, a desire for more coherence – a “need to ‘move away from
balkanization’ and ensure ‘greater connectivity’ ” – sat alongside a pessimism that
the conditions to generate this are not present.
Issues for the profession and leadership

THE
PROFESSION
AND ITS
ETHICS

The position of the profession and its learning and development was a theme
across the jurisdictions. An issue identified for the future was a need for greater
emphasis on professional ethics.
Professional identity was seen to be evolving differently across the jurisdictions.
Scotland is distinctive for example in that policy is encouraging teacher
professional teacher development to progress to masters level learning and
beyond.

THE VOICE OF
PRACTICE AND THE
CHALLENGES AND
OPPORTUNITIES OF
AUTONOMY

RECONCEPTUALISING
LEADERSHIP

The voice of practice, and how knowledge is created through practice, emerged
as an important issue. It was felt that it is necessary to consider what agency is
possible in what spaces within the different policy frameworks of the jurisdictions.
The language of autonomy brings with it both challenges and opportunities,
recognised particularly in England. It raises questions of who defines autonomy
and can lead to an increased control through the accountability procedures that
come with it; equally, although constrained, autonomy can offer potential for local
agency and encourage optimism amongst some school leaders.
The position of leadership in education was seen as bound up with the ways in
which roles are defined as well as with how leadership development policies and
programmes are institutionalised. Wales for example has its newly instituted
National Academy of Educational Leadership and Scotland’s national leadership
agency has evolved into being a part of Education Scotland, whilst England had
in 2018 closed its leadership development agency. An important conclusion
identified for the future in England is the need to reconceptualise school
leadership: recognising that ethical and principled leadership is more difficult in
a pressured and marketised system, a desire was expressed to move towards “a
more connected, stronger, ethical and profession-led framework for the formation of
leaders”.
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Inequalities and funding
RESTRICTIVE
FUNDING

ADDRESSING
INEQUALITIES

There was a general consensus in all the jurisdictions that the future landscape
will likely continue to be characterised by restrictive funding. It was highlighted
that, in this context, it is important that initiatives in education are able to show
their impact.
Also highlighted generally was the need to address inequalities. Unevenness
of educational quality and innovation was seen as an issue that needed to be
tackled. This was viewed as a challenge in all jurisdictions but was highlighted
particularly in England. In the latter jurisdiction, it was felt that there appears to be
a lack of appetite for resourcing of education by the public sector and that tackling
inequalities is vulnerable to further outsourcing of education and fragmentation of
the system.

Learning more about impact on practice
INVESTIGATING
DIFFERENCES IN
IMPACT

52

It was felt that it would be valuable to learn more about how far young people’s
educational experiences actually differ between and across the jurisdictions. To
what degree, if at all, do differences in policy and conceptions of leadership impact
upon young people and their day-to-day experience? Similar questions can be
asked of teachers and educational leaders and the degree that their practice
and identities vary. Ways of ensuring the voice of practice comes through were
identified as important to future change.
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Implications for Policy
and Practice
As authors of this report with an overview of all five conferences, we suggest implications for
policy and practice based on a consideration of the above account. The implications are set out
as propositions that policy-makers and practitioners are invited to reflect upon and consider how
they might influence policy and practice.
1. Policy learning is more productive than policy borrowing. Borrowing policy means
taking a policy which has grown and is embedded in one context and attempting to
transfer and implement it in another. Such a process takes too little account of differences
in culture, history and the social and political environment between the two contexts.
Policy learning means gaining, through dialogue and enquiry, a thorough understanding
of a policy, how it has grown and the factors that have influenced its development, which
then informs whether and how it may be adapted and developed in a different context.
The workshop-style conferences in the UK Review project are examples of environments
where mutual learning across borders can take place.
2. National discourses matter and central political authorities inevitably have
responsibility for setting the tone of these. These discourses vary across the four
jurisdictions with much stronger stated ambitions for establishing shared and collaborative
visions in Scotland and Wales than in England and Northern Ireland. Inevitably educational
systems embody different and sometimes conflicting interests, and there are dangers that
apparent consensus simply serves to hide real power differences. Nevertheless, it is likely
that engaging discourses and structures that support shared and collaborative visions
enhance the chances of building a coherent and equitable system.
3. Reducing the politicisation of education by strengthening the voice and agency
of educational professionals and other stakeholders benefits policy and practice.
Political decision-making and strategic direction are necessary for a major public service
such as education. However, as educational experiences are determined through the daily
practice that occurs ‘on the ground’, it is important that the expertise and experience of
those closest to that ground have opportunities to shape policy and exercise autonomy.
As one participant in this project put it, the ‘voice of practice’ needs to be heard. Enabling a
diversity of voices to be heard – students, parents and the community, as well as the range
of professionals in education – is an aspiration that requires continued and determined
effort. It involves asking who are the marginalised voices and making spaces for them to
be heard.
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4. Educational leadership is more likely to be focused on its central purpose if the
primary force driving it is the needs of learners rather than changing structures.
Structure concerns such matters as the institutions, procedures and rules that make
up the system. Reform and improvement in the systems and structures of education
have their role to play. However, intense and perpetual structural change can produce a
context that generates cognitive and affective overload and leads to too much attention
being focused on the position of one’s organisation and role as a result of changes. This
reduces capacity for time and effort creating the best conditions for learning.
5. Attending to both process and structure is more likely to keep the focus on learning
as the primary driving force and to achieve coherence in the system. In generating
positive change, attending to process is vitally important – that is, consensus building on
issues and principles, facilitating supportive relationships in which mutual learning and
friendly criticism are possible, developing a shared vision, etc. The more successful this
process, the more likely that the cognitive and affective overload of intense change is
avoided, enabling a focus on creating the best conditions for learning.
6. Education, leadership and the prospects for collaboration benefit from conditions
where the measurement of success and failure by the results of competition and
standardised performance tests do not dominate. Systems where such measures
have high-stakes consequences tend to promote fear, lack of trust and prioritisation of
the interests of the organisation, as well as creating ethical dilemmas and pressures that
give value to unethical leadership decisions, making principled leadership and autonomy
harder. Collaboration in policy development and change, which is widely favoured, is more
difficult in competitive and performative systems.
7. Tackling inequality requires a wider understanding of social justice, within national
conversations around its causes, impacts and implications, and inclusion of
marginalised voices. Social justice is less about narrowing the gap in attainment, but
more about issues of equity and inclusion such as mutual respect, inclusion of voices
marginalised through social class, ethnicity or other characteristics, and the importance
of addressing socio-economic conditions that drive systemic inequalities in education.
Expectations on educational leaders to solve problems at a societal level place upon
them an unfair burden. How social justice is understood is also inherently connected to
the way that educational purpose is conceived. For example, if education is seen as a
servant of the economy and the market, definitions of injustice will tend to be concerned
with opportunities to develop as an entrepreneur and gain skills required by employers;
if education has as its main purpose contributing to a flourishing cohesive, democratic
society, definitions of injustice will tend to be concerned with capabilities to develop
and be respected as a participative citizen. Alertness to unintended consequences is
also needed: for example, empowerment and autonomy at lower levels in the system
encourages innovation, but may lead to systemic inequalities in opportunity as well as
diversity. This is not an argument against autonomy, but a recognition of the need to ask
critical questions about its practice and consequences for social justice.
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8. Getting the middle tier right is a major challenge. The middle tier is changing in
different ways in the four jurisdictions, with new kinds of organisational structures and
relationships developing. In these unfamiliar contexts, there is no one best model to
follow. Without previous ‘scripts’ or experience to rely on, the emerging arrangements
in the middle tier are challenging for policy-makers and educational leaders. Multiple
principles need to be taken into account in shaping the development of the middle tier,
including clarity, transparency, efficiency, democratic accountability and effectiveness in
promoting innovation, collaboration and learning.
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Final Reflections
The UK Review was designed to reflect and capitalise on two key characteristics of BELMAS as an
organisation. First it is UK-wide, in a context where education is a devolved matter. Consequently,
its membership encompasses a variety of experiences of policy, leadership, management and
administration reflecting very different jurisdictional histories; yet these differences are bounded
by a shared history of interactions between the four constituent parts of the UK. These factors
provide a rich source of material for intelligent discussion and learning about educational policy,
leadership, management and administration. Secondly, BELMAS brings together actors engaged
in all aspects of the education policy, leadership, management and administration enterprise. Its
membership comprises those who are engaged in policy design and determination, in leading
and managing the implementation of policy, and in teaching and researching these fields.
The aims and processes of the highly participative methodology have been discussed in some
detail earlier in sections 1 and 2 of this report. At every stage attempts were made to engage all
participants – policy makers, practitioners and researchers as we conceived them – in building
understandings together without privileging any group. The idea of ‘policy-learning’ as a means of
exploring experiences across jurisdictional boundaries emerged as the conferences proceeded
but by the end was agreed as a powerful way of describing what we had been trying to do.
Indeed, learning was also central to the enterprise itself in the sense that the methodology that
was used, while broadly following a preconceived framework, evolved in its detail as some things
worked better than others and participants challenged aspects of the approach. Indeed, each
conference had its own particular characteristics, reflecting in part the particular jurisdiction to
which it related and the participants who attended from that jurisdiction and the point in the
timeline of the project at which it took place.
An issue that emerged for participants at the final conference was how far the experience of, and
learning from the UK Review can be built upon. In terms of the United Kingdom, the project took
place at a particular time. Participants knew neither what the outcome of the BREXIT process
would be, nor whether it would lead to the disintegration of the UK as we know it. There was
a feeling, though, that BELMAS now has the opportunity to build on the cross-jurisdictional
discussions of the project and provide further forums for debate and mutual learning, certainly
across the UK but possibly beyond. Various potential areas of focus were discussed in passing,
perhaps the most interesting of which might be the exploration of the experiences of leaders,
teachers and students and how these are affected by the jurisdiction in which they work.
In terms of process, there was a feeling, especially among the organising committee but also
among participants, that the methodology adopted is capable of further development and use. It
presents challenges – not least the time required to participate effectively and which participants
gave so generously to the project – but it also has the potential to reap rich rewards in building
relationships and particular forms of knowledge grounded in experience. The methodology
used in the project is not cast in stone and different approaches – including making more use of
technology – were discussed briefly at the end of the final conference.
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Whatever emerges, it is the belief of the organising committee that it will be possible to continue
to find ways of generating debate that crosses system boundaries in a coherent way and provides
opportunities for the voices of all stakeholders to be captured – policy makers, professionals,
researchers, students and members of the community. In so doing, the insights from
stakeholders across the four jurisdictions of the UK could be harnessed to take forward reforms
for ‘an empowered system’, leading to system-level improvement. This could provide balance to
the current over-reliance on external evaluation and validation from PISA and similar international
comparators, an over-reliance that encourages policy borrowing that can derail longer-term
domestic strategies and make principled leadership and autonomy harder.
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SCOTLAND CONFERENCE: 6-7 MARCH 2018
Delegate
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Institution

Prof Chris Chapman

University of Glasgow

Leo Chivers

University of Hertfordshire

Dr Val Corry

University of Glasgow

Dr Valerie Drew

University of Stirling

Prof Christine Forde

University of Glasgow; SCEL

Gillian Hamilton

Chief Executive, SCEL

Prof Tom Hamilton

University of Stirling

Prof Ken Jones

Professional Development in Education journal

Stephen Kelly

SELMAS and Headteacher, Liberton High School,
Edinburgh

Dr Aileen Kennedy

University of Edinburgh

Sheila Laing

Headteacher, Prestonpans Infant School, East Lothian, seconded to University of Edinburgh

Graeme Logan

Strategic Director, Education Scotland

Gerry Lyons

Executive Headteacher, St. Andrew’s Secondary
School
Holyrood Secondary School, Glasgow

Maureen McKenna

President, Association of Directors of Education of
Scotland

Neil McLennan

University of Aberdeen

Prof Margery McMahon

University of Glasgow

Ken Muir

Chief Executive, GTCS

Prof Jenny Ozga

University of Oxford

Ian Potter

BELMAS Council

Dr Jackie Purdie

University of Glasgow

Jim Scott

University of Dundee

Rehana Shanks

BELMAS Council, SELMAS and Headteacher, Dean
Park Primary School, Edinburgh

Prof Tim Simkins

Sheffield Hallam University

Jim Thewliss

General Secretary, School Leaders Scotland

Dr Deirdre Torrance

University of Edinburgh

Prof Philip Woods

University of Hertfordshire
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WALES CONFERENCE 12-13 JUNE 2018
Delegate

Institution

Brimble, Liz

Education Workforce Council

Chivers, Leo

University of Hertfordshire

Davies, Andrew

Aberystwyth University

Ellis, Tegwen

Ysgol Cynwyd Sant, Maesteg, Bridgend

Evans, Huw Foster

Welsh Government

Evans, Karen

Education Workforce Council

Farrell, Catherine

University of South Wales

Gosney, Michelle

Estyn

Griffiths, Jeremy

Ysgol Gwynedd Primary School

Harris, Prof Alma

University of Bath

Harteveld, Debbie

EAS Consortium

Jones, Dr Michelle

University of Bath

Jones, Prof Ken

Professional Development in Education journal

Keane, Ann

NAEL

Kendall, John

Risca Community Comprehensive School

Lawrence, Karen

Llanfaes Primary School

Mac Ruairc, Gerry

University of Galway

Morgan, Claire

Estyn

Potter, Ian

BELMAS Council & Bay House School & Sixth Form

Pratt, Tim

ASCL Cymru

Rees, Geraint

Welsh Government

Reynolds, Prof David

University of Swansea

Simkins, Prof Tim

Sheffield Hallam University

Taylor, Chris

Wiserd

Waters, Prof Mick

Consultant to Welsh Government

Williams, Rob

Director, NAHT, Cymru

Torrance, Dr Deirdre

University of Edinburgh

Prof Philip Woods

University of Hertfordshire
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ENGLAND CONFERENCE 25-26 SEPTEMBER 2018
Delegate

Institution

Kirstie Andrew-Power

Headteacher, Brune Park Community School, Gosport

Dr Agnieszka Bates

University of East Anglia

Prof Tony Bush

University of Nottingham

Jo Davidson

Principal of the Staff College, Manchester

Caitlin Donnelly

Queen’s University Belfast

John Fowler

Policy Manager, Local Government Information Unit

Dr David Frost

Trustee, HertsCam Network

Prof Ron Glatter

BELMAS President; The Open University

Prof Toby Greany

University of Nottingham

Eric Halton

County Education Manager- Children’s Services,
Hampshire

Chris Harrison

FRSA

Prof Ken Jones

Professional Development in Education journal

Peter Kent

Former President of ASCL & Head of Lawrence Sheriff School, Rugby

John McNally

CEO, Share MAT

Prof Paul Miller

University of Huddersfield

Howard Nelson

Chief Operating Officer, Diocese of Norwich Education and Academies Trust

Prof Romuald Normand

University of Strasbourg

Dame Alison Peacock

Chief Executive, Chartered College of Teaching

Ian Potter

BELMAS Council & Bay House School & Sixth Form,
Gosport

Rosanna Raimato

Consultant, Multi-academy Trust

Amanda Roberts

University of Hertfordshire

Prof Tim Simkins

Sheffield Hallam University

Dr Michael Strain
Dr Deirdre Torrance

University of Edinburgh

Gary Wilkie

CEO, Learning in Harmony Trust

Prof Philip Woods

BELMAS Council & University of Hertfordshire

Anonymised participant
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NORTHERN IRELAND CONFERENCE 4-5 DECEMBER 2018
Delegate

Institution

Carl Bagley

Head of School of Social Sciences, Queen’s University, Belfast

Patricia Cooney

Acting Director of Education, Education Authority

Michael Crossan

Business Manager, Northern Ireland Council
for Curriculum, Examinations and Assessment
(NICCEA)

Cynthia Currie

Seconded Principal, Ballymoney High School seconded to EA Transformation Team

Gerry Devlin

Senior Education Officer- General Teaching Council
Northern Ireland (GTCNI)

Caitlin Donnelly

Queen’s University Belfast

Fintan Donnelly

Principal St Patrick’s Academy Dungannon

Gavin Duffy

Lecturer in Education Leadership, Queen’s University, Belfast

Tony Gallagher

School of Social Sciences, Education and Social
Work, Queen’s University, Belfast

Faustina Graham

Director of Curriculum and Assessment, Department of Education

Dr Peter Hamill

Secretary to the Board of Education (NI)

Judith Harper

Principal Derryboy Primary School Crossgar

Brigid Heron

Principal Sperrin Post Primary Magherafelt

Joanne Hughes

Professor Education, Queen’s University Belfast

Ken Jones

Professional Development in Education journal

Sara Long

Director of Operations and Estates, Education
Authority

Laura Lundy

School of Social Sciences, Education and Social
Work, Queen’s University, Belfast

Paddy McAllister

Irish National Teachers Organisation

Clare McAuley

Ulster University

Justin McCamphill

NASUWT

John McGuigan

Head of Qualifications and E-Learning

Dermot Mullan

Executive member, Governing Bodies Association
(GBA)

Annemarie Neeleman

Educational Researcher, Maastricht University

Liam Ó Flannagáin

Chief Executive Officer, Council for Irish medium
Education

Liam Perry

Post-primary Principal, Catholic Council for Maintained Schools (CCMS)

Ian Potter

BELMAS Council & Bay House School & Sixth Form

Stephen Roulston

Ulster University

Cliodhna Scott-Wills

Senior Development Officer, Northern Ireland
Council for Integrated Education (NICIE)

Tim Simkins

Sheffield Hallam University
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Sammy Taggart

Ulster University

Deirdre Torrance

University of Edinburgh

Diarmaid Ua Bradair

Principal, Gaelcholaiste Dhoire –Secondary School,
Dungiven

Philip Woods

BELMAS Council & University of Hertfordshire

Educational Leadership, Management and Administration in the United Kingdom: A Comparative Review

APPENDIX

OVERVIEW CONFERENCE: THE FOUR JURISDICTIONS IN COMPARATIVE PERSPECTIVE
MANCHESTER, 25-26 MARCH 2019
Delegate

Institution

SCOTLAND
Prof Christine Forde

University of Glasgow; Education Scotland

Gillian Hamilton

Strategic Director for Professional Learning and
Leadership, Education Scotland

Prof Tom Hamilton*

University of Stirling

Stephen Kelly

SELMAS and Headteacher, Liberton High School,
Edinburgh

Neil McLennan

University of Aberdeen

Rehana Shanks

BELMAS Council, SELMAS and Headteacher, Dean
Park Primary School, Edinburgh

Dr Deidre Torrance*

University of Edinburgh

WALES
Tegwen Ellis

National Academy of Educational Leadership

Ken Jones*

Professional Development in Education journal

Dr Michelle Jones

University of Bath

John Kendall

Risca Community Comprehensive School

Prof David Reynolds

Formerly University of Swansea

ENGLAND
Dr Agnieszka Bates

University of East Anglia

Jo Davidson

Principal, Staff College, Manchester

Prof Ron Glatter

BELMAS President; The Open University

Prof Toby Greany

University of Nottingham

Ian Potter*

BELMAS Vice Chair & Bay House School & Sixth
Form, Hampshire

Prof Tim Simkins*

Sheffield Hallam University

Prof Philip Woods*

BELMAS Council & University of Hertfordshire

NORTHERN IRELAND
Cynthia Currie

Seconded Principal, Ballymoney High School seconded to EA Transformation Team

Dr Caitlin Donnelly*

Queen’s University Belfast

Lesley Emerson

Queen’s University Belfast

Brigid Heron

Principal, Sperrin Post Primary Magherafelt

Paddy McAllister

Irish National Teachers Organisation

Dr Clare McAuley*

Ulster University

Dr Michael Strain*
* member of UK Review Organising Committee

Queen’s University Belfast
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