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There is universal recognition that education is the key to the well-being of society and 
of the individual in the decade ahead. It is indeed a knowledge society, and it spans the 
globe. However, despite the stunning advances in information and communications 
technology, achievement of a global network of world-class schools may not be 
realised. The good news is that success is at hand if leaders at all levels, but especially 
in schools, understand the remarkable array of opportunities that are waiting to be 
seized. Balance of innovation and abandonment will be required.  

In ‘Beyond the Self-Managing School’ (Caldwell and Spinks, 1998), we suggested that changes 
in education around the world are occurring on three tracks. 

• Track 1 is the building of systems of self-managing schools. More authority and 
responsibility are being decentralised to the local level within a framework of centrally 
determined goals, priorities, frameworks, standards and accountabilities. 

• Track 2 is an unrelenting focus on learning outcomes for students. There is 
unprecedented concern for assessment of student achievement, with international 
benchmarking now gathering momentum in many nations. 

• Track 3 is the creation of schools for the knowledge society. A characteristic of such a 
society is that the largest group in the workforce is comprised of knowledge workers, 
being those who solve problems, manage information, or create new knowledge, 
products and services. 

Expectations for world-class schools 

Every school, system, state or nation has made progress along these tracks. Some are well 
advanced. Despite these different rates of progress, it seems that each has the same 
destination in mind, for a global consensus is emerging on expectations for schools, if 
documents from key international institutions such as UNESCO and OECD, and the espoused 
policies of governments, are taken as a guide (Barber, 1999; Chapman, 1997; Chapman and 
Aspin, 1997; Delors, 1996). That consensus may be summarised in these words: 

All students in every setting should be literate and numerate, and should acquire a 
capacity for lifelong learning, leading to successful and satisfying work in a knowledge 
society and a global economy. 

Since all governments are seeking to achieve this outcome, it seems an appropriate 
contemporary view of a world-class school system and a world-class school. This differs from an 
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elitist view of world-class that includes only the very best schools as measured by ranking of 
student achievement. The latter would be first-class schools rather than world-class schools.  

This consensus does not represent all of the aspirations of a world-class school. Different 
nations and different schools systems will have their own special expectations. For example, 
nations with a Confucian-based society will also give priority – even pre-eminence – to moral 
education and the nurturing of harmony among state, society, family and citizen. For our part, 
most would argue for the full range of ‘intelligences’, but more of that later. I refer in this section 
only to those expectations for which a consensus has apparently been reached among the 
nations. 
Britain is doing well against this consensus view of world-class schools: on Track 2 as illustrated 
by achievements on a range of international indicators, and on Track 3 in progress with 
information and communications technology and the priority being given to lifelong learning 
(OECD, 1999). Britain is a leader on Track 1 in building a capacity for self-management or local 
management. Yet here, as in other nations, the call for achievement for “all students in every 
setting” is loud and clear, and there is recognition that building the capacity of each and every 
school is the key to success.  

Domains for innovation 

Nine domains for action are proposed for those who seek to lead world-class schools. Eight lie 
squarely in the field of education. The ninth spans the fields of education, health and community, 
reflecting the view that we cannot be world-class – and close the gap between current 
impressive achievement and even higher expectations – unless we can, quite literally, “span the 
boundaries”. 
The integrating concept is change. Drucker (1999, p 73) contends that the only ones who will 
survive in a period when change is the norm will be the change leaders, for “to be a successful 
change leader, an enterprise has to have a policy of systematic innovation” (Drucker, 1999,  
p 84). For this reason, each domain for leadership is considered to be a field of innovation.  

1. Innovation in curriculum 

The emerging consensus on the characteristics of world-class schools is commendable, but 
many would argue that the range of outcomes and their measures are much too narrow. The 
idea of multiple intelligences, based on Gardner’s ‘Frames of Mind’ (Gardner, 1983) is a helpful 
starting point. 
Handy argues that three intelligences – factual intelligence, analytical intelligence and numerate 
intelligence – “will get you through most tests and entitle you to be called clever” (Handy, 1997, 
p 211). He suggests eight more: linguistic intelligence, spatial intelligence, athletic intelligence, 
intuitive intelligence, emotional intelligence, practical intelligence, interpersonal intelligence and 
musical intelligence (Handy, 1997, pp 212–13). 
Leadbeater suggests that “the curriculum needs to encourage creativity, problem-solving, team-
building, as well as literacy and numeracy” (Leadbeater, 1999, p vi). Beck sets a similar 
curriculum in the context of globalisation: 

One of the main political responses to globalisation is…to build and develop the 
education and knowledge society; to make training longer rather than shorter; to loosen 
or do away with its link to a particular job or occupation. This should not only be a 
matter of ‘flexibility’ or ‘lifelong learning’, but of such things as social competence, the 
ability to work in a team, conflict resolution, understanding of other cultures, integrated 
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thinking and a capacity to handle the uncertainties and paradoxes of the second 
modernity. Here and there, people are beginning to realise that something like a 
transnationalism of university education and curricula will be necessary. 
(Beck, 1999, p 27) 

To do all of this will require the abandonment of much of the existing curriculum. Writing for the 
UK setting, Seltzer contends that: “We can’t just keep piling new expectations and structures on 
to old ones. Something has to give. We should aim to have reduced the national curriculum by 
half by 2010 in order to make room for new approaches.” (Seltzer, 1999, p xxi; see also Seltzer 
and Bentley, 1999) 

2. Innovation in pedagogy 

The revolution in information and communications technology and the advent of exciting, 
pedagogically sound approaches to interactive multimedia learning mean that it is possible to 
learn any time, anywhere. This is innovation on Track 3. A revolution is clearly under way. 
More fundamental, and linked to the domain of innovation in curriculum, is how learning occurs. 
To what extent does the following view of how students learn in the United States apply also to 
Britain? 

They are extremely good at manipulating symbols and working on computers, they are 
verbally fluent and extremely good at asking questions, but they don’t really know 
anything in depth and they haven’t really read anything. The high school curriculum is 
so chopped up into tiny bits and pieces that the integrating power of a liberal education 
is somewhat lost. (Sheridan, 1999, p 274) 

Henry Kissinger believes that “the present generation has the power to tap into astonishing 
amounts of knowledge on any subject but no ability to integrate it into a knowledge of the past 
and no ability therefore to project it meaningfully into the future” (cited by Sheridan, 1999,  
p 274).  

3. Innovation in design 

Curriculum and pedagogy cannot be constrained as single domains, for they influence, and are 
influenced by, what occurs in other domains. It is here that the concept of design comes into 
play.  

Dimmock (2000) has written a contemporary classic on the theme, providing a rich inter-cultural 
perspective from the East and West. He distinguishes design from re-structure and reform. The 
design must have intentionality, connectivity, reinforcement, synergy and consistency. Design 
elements include societal culture, organisational culture, leadership and management, 
performance evaluation, personnel and financial resources, and organisational structures – all 
centred on informed learning, informed teaching and an outcomes-oriented curriculum, 
energised by information and communications technology (Dimmock, 2000, p 4).  
Hill and Crévola adopt the same approach, and propose a general design for improving learning 
outcomes that includes standards and targets, monitoring and assessment, classroom teaching 
programmes, professional learning teams, school and class organisation, intervention and 
special assistance, and home, school and community partnerships – all underpinned and 
centred on beliefs and understandings (Hill and Crévola, 1999, p 123). 
In our book ‘Beyond the Self-Managing School’ (Caldwell and Spinks, 1998), a design for the 
third track for change (“creating schools for the knowledge society”) may be illustrated in a 
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gestalt – a perceived organised whole that is more than the sum of its parts – as shown in Figure 
1. 

• Dramatic change in approaches to learning and teaching is in store as electronic 
networking allows “cutting across and so challenging the very idea of subject boundaries” 
and “changing the emphasis from impersonal curriculum to excited live exploration” 
(Papert, 1993). At risk is the Balkanised curriculum that has done much to alienate 
children from schooling, especially in the middle years of the transition from primary to 
secondary (g1 Connectedness in curriculum). 

• Schools as workplaces are transformed in every dimension, including the scheduling of 
time for learning and approaches to human resource management, rendering obsolete 
most approaches that derive from an industrial age, including the concept of “industrial 
relations” (g2 Workplace transformation). 

Figure 1: A gestalt design for creating schools for the knowledge society (Caldwell & 
Spinks, 1998) 

 
• The fabric of schooling is similarly rendered obsolete by electronic networking. 

Everything from building design to the size, shape, alignment and furnishing of space for 
the knowledge worker in the school is transformed. In one sense, of course, the school 
has no walls, for there are global learning networks, and much of the learning that calls 
for the student to be located at school occurs in many places, at home and – at the upper 
years of secondary schooling and for lifelong learning – in the workplace (g3 School 
fabric and globalisation). 

• A wide range of professionals and para-professionals support learning in an educational 
parallel to the diversity of support that may be found in modern health care. The role of 
teacher is elevated, for it demands wisdom, judgement and a facility to manage learning 
in modes more complex and varied than ever. While the matter of intellectual capital 
must be resolved, the teacher is freed from the impossible task of designing, from his or 
her own resources, learning experiences to challenge every student: the resources of the 
world’s great teachers will be at hand (g4 Professionalism and great teaching). 

• A capacity to work in teams is more evident in approaches to learning, given the primacy 
of the work team in every formulation of the workplace in the knowledge society. This, of 
course, will confound those who see electronic networking in an outdated stereotype of 
the loner with the laptop. The concept of pastoral care of students is as important as ever 
for learning in this mode, and in schools that, quite literally, have no boundaries (g5 
Teams and pastoral care). 
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• Formulating a “cyber-policy of the future” (Spender, 1995) is a priority. The issues of 
access and equity will drive public debate until such time as prices fall to make electronic 
networks as common as the telephone or radio, and that may soon be a reality, given 
trends in networked computers (g6 Cyber-policy, access and equity). 

• The concept of the virtual organisation or the learning network organisation is a reality in 
the knowledge society. Schools take on many of the characteristics of such 
organisations, given that learning occurs in so many modes and from so many sources, 
all networked electronically (g7 Virtual schools).  

The challenge for leaders is to work with others to create a design that suits the setting, pursuing 
the vision of a world-class school and the globalisation of lifelong learning. Realising this vision 
calls for high levels of professional knowledge, and that is the substance of the next domain. 

4. Innovation in professionalism 

The unrelenting focus on learning outcomes in the emerging consensus on world-class schools 
suggests “innovation in professionalism”, to the extent that teachers’ work will be research-
based, outcomes-oriented, data-driven and team-focused, with lifelong professional learning the 
norm, as it is for medical specialists. There is a danger, however, that this may be too narrow a 
view, just as the concept of world-class schools may be too narrow. 
A wonderfully rich professionalism is evident in the intelligent school proposed by MacGilchrist, 
Myers and Reed (1997). This is the organisational counterpart of an individual with multiple 
intelligences. Professionals in an intelligent school will have contextual intelligence, strategic 
intelligence, academic intelligence, reflective intelligence, pedagogical intelligence, collegial 
intelligence, emotional intelligence, spiritual intelligence and ethical intelligence. 

5. Innovation in funding 

The commitment to free and compulsory education was made in the 19th century when schools 
consisted of large classes, few professional staff other than teachers, blackboards and slates, 
and little equipment apart from a few maps and globes. There was considerable community 
commitment to, and in-kind support of, the local school. Public expectations could be met to the 
full without a financial contribution from parents, voluntary or otherwise. A similar situation 
applied to hospitals. In the early 21st century expectations are rapidly outstripping the capacity 
or willingness of the community to meet, through taxation, the full cost of education and health.  

The key is to establish and then cost a series of school designs. Interest is growing in several 
nations, and there is now a sturdy methodology for costing the various elements. The 
International Institute for Educational Planning of UNESCO recently published a report on 
needs-based resource allocation in education (Ross and Levacic, 1999; see also Goertz and 
Odden, 1999). 
This framework applies to learning in a place called school. What are the implications of learning 
networks in a knowledge society along the lines proposed by Bentley (1998)? These involve 
“shifting the way we see education from a separate sector of society to a culture that infuses 
every sector” (p 187). The implications for funding are profound, including “releasing ourselves 
from over-dependence on taxation and public spending…filtered through an expensive and 
slow-moving bureaucratic system” (p 180). 
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6. Innovation in leadership 

Outstanding leadership at all levels of schools and school systems is a key element in likely and 
preferred scenarios. In ‘Leading the Self-Managing School’ (Caldwell and Spinks, 1992), we 
called for strategic leadership, educational leadership, cultural leadership and responsive 
leadership. We now know much more about each, especially the requirements for strategic and 
educational leadership and, in ‘Beyond the Self-Managing School’ (Caldwell and Spinks, 1998), 
we formulated a series of strategic intentions to help build capacity in these domains (see 
Davies and Ellison, 1999, for a coherent and comprehensive guide to the setting of strategic 
direction for schools). 

Attracting, preparing, placing, developing and rewarding school leaders is as much an issue as 
the nurturing of the profession at large. Around the world there is a crisis in accomplishing these 
things. The initiative of the Blair government in creating the National College for School 
Leadership is remarkable by international standards. Commendable though it is, such an 
initiative must be part of a comprehensive and coherent range of policies and resource 
commitments that cover everything from the design of school buildings to the provision of strong 
management teams. 

7. Innovation in management 

The seventh domain calls for innovation in management. Traditional approaches to 
management are still required in areas such as planning, budgeting and staffing. Consistent with 
the emergence of the knowledge society, innovation in management calls for knowledge 
management. This is not just a fad that will pass or a piece of jargon to describe what has 
always been a requirement in the organisation.  
According to Bukowitz and Williams (1999, p 2), “knowledge management is the process by 
which the organisation generates wealth from its intellectual or knowledge-based assets”. In the 
case of school education, this may be re-worded as “knowledge management is the process by 
which a school achieves the highest levels of student learning that are possible from its 
intellectual or knowledge-based assets”. Successful knowledge management is consistent with 
the image of the “intelligent school” (MacGilchrist, Myers and Reed, 1997) and the concept of 
“intellectual capital” (Stewart, 1997). 

Knowledge management involves a school developing a deep capacity among all of its staff to 
be at the forefront of knowledge and skill in learning and teaching and the support of learning 
and teaching. This is more than occasional in-service training or professional development. This 
is a systematic, continuous and purposeful approach that starts with knowing what people know, 
don’t know and ought to know. It assumes an innovative professionalism, as already described, 
and includes a range of functions such as selection, placement, development, appraisal, reward, 
succession planning, contracting of services and ensuring that every aspect of the workplace is 
conducive to efficient, effective and satisfying work for all concerned.  

Interestingly, Bukowitz and Williams see the recent loss of middle management as a loss of 
capacity in respect of these matters. “Once middle management was 'out', it was not surprising 
that knowledge management was ‘in’. Knowledge management represents an effort to repair 
past damage and an insurance policy against loss of organisational memory in the future.” 
(Bukowitz and Williams, 1999, p 7). They conclude that middle managers may be a good idea 
after all: 

As organisations begin to restore some of these positions, they will do so with the 
revitalised view of the role of middle managers as orchestrators of knowledge 
flows…middle managers will increasingly be asked to look across the organisation. 
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Their success will hinge on the ability to facilitate communication, …leverage resources, 
transfer best practices, identify synergies and encourage knowledge re-use. (Bukowitz 
and Williams, 1999, p 355) 

8. Innovation in governance 

There have been many innovations in school governance in recent years. The most notable 
recent development is the ‘schools for profit’ movement in the United States. It is now a growth 
industry, with leading players including Edison Schools Inc which runs 26 independent charter 
schools and 53 traditional public schools, and Nobel Learning Communities Inc that operates 
137 private schools (Schnaiberg, 1999, p 13). The former had an initial public offering (IPO) in 
November 1999, raising about £80 million. Edison plans partnerships with universities in teacher 
education programmes (see cover story in ‘Business Week’, April 7, 2000 for a comprehensive 
account of these developments). 
Private involvement in Britain is already evident with the privatising of school support services in 
the London boroughs of Hackney and Islington. Education minister Estelle Morris has raised the 
possibility of more, stating that “if we are talking about a new way to manage a school and the 
private sector wants to be involved – as long as it isn’t for profit – I think we ought to be open to 
that”. She drew a distinction between ‘profit’ and ‘management fee’, asserting that “people need 
to be paid for what they do” (Morris, 2000). However, elements of public education are already 
run on a private basis, including the sale of textbooks and computers, so where should the line 
be drawn? See Tooley (2000, pp 196–200) for the development of this line of argument and an 
outline of “seven virtues of the profit motive in education”. 
Another major development in school governance in the United States has been the emergence 
of charter schools. These are publicly-funded schools that are owned or operated by non-public 
bodies, and are generally free from the constraining regulations that are applied to schools of a 
public authority. The number of charter schools has increased from 2 in one state in 1992–3 to 
1,484 in 32 states in September 1999. In a recent survey, the most important reasons for 
applying for charter status were reported to be realising an alternative vision (59 per cent), 
serving a special population of students (23 per cent), gaining greater autonomy and flexibility (9 
per cent) attracting more students (4 per cent), obtaining increased funding (3 per cent), and 
securing greater involvement of parents (3 per cent) (Nelson et al, 2000). 

9. Spanning the fields of education, health and community 

The ninth domain of innovation lies in organisational arrangements to design, deliver or in other 
ways drive the effort. We have had a century or more of largely successful effort in the public 
sector, with responsibility in the hands of discrete government departments, each reporting to a 
particular minister. What occurs at a government or public school is largely a matter for the 
department of education and a responsible minister for education. Yet the problems to be 
addressed in closing the gap are complex and demanding of attention of those who work in 
different departments, or elsewhere outside government and in the private sector.  
While inter-department cooperation and freewheeling boundary-spanning have been evident, it 
is only in recent times that signs of a major shift in culture that fosters even higher levels have 
been seen. That shift has resulted from a backward-mapping approach, starting from a focus on 
people and a problem, then selecting a strategy to address the problem, then designing and 
delivering a constellation of services and resources, without consideration of organisational 
boundaries except where the public-good test is not satisfied. This linear process is made more 
complex because there is rarely a single problem to address and rarely a single solution. 
Governments that have taken this approach now speak of “joined-up solutions to joined-up 
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problems”, and advocate breaking down organisational boundaries. They use the metaphor of a 
silo to describe the isolation of a government department. I should hasten to add that the same 
metaphor has been adopted to describe different faculties in universities. 

The full-service school has been proposed in many places, including Britain. There are now 600 
self-described full-service schools in the USA, with most serving a high school student 
population, but concern for linkage is broader, now considered a key element of comprehensive 
reform. 
The ideal full-service school has administrators, teachers, school counsellors and psychologists, 
physicians or nurse practitioners, school social workers, and other professionals working 
together to provide one-stop service delivery (Swerdlik, Reeder and Bucy, 1999). 

Lawson (1999) considers full-service schools to be an example of a second mental model of 
schooling. The first, or dominant, model is “informed by the metaphor of the factory…well-
established and patrolled professional boundaries and jurisdictions have been established and 
maintained…stand-alone schools are standardised as ‘one best system’ thinking, with large 
bureaucracies as reinforcements”. While recognising the benefits of full-service schools, he 
raises questions about sustainability, scale-up, level of responsibility a school may be 
reasonably asked to bear, and impact on learning. He proposes a third mental model that “draws 
selectively and strategically on the benefits of full-service schools and also on the lessons 
learned”. This model is based on interdependence, collaboration and enlightened self-interest. 
He concludes that: 

Principals have a clear choice regarding whether to become a full-service community 
school, or to borrow some elements of it to fit local needs and contexts. Their schools 
do not have to become social and health service agencies, even though they must be 
linked strategically to them. This different planning frame fosters educational reform, 
incorporating plans for anytime-anywhere learning. It reflects enlightened self-interest 
because it focuses on the special, important accountabilities of schools and the unique 
responsibilities of educators. (Lawson, 1999) 

Abandonment in transformation 

If the integrating theme in leadership for transformation is innovation, and if there is not to be an 
accretion of new tasks on old, it follows that a capacity for systematic abandonment is as 
important as a capacity for systematic innovation. Drucker (1999) calls for “organised 
abandonment” for products, services, markets or processes which:  

• were designed in the past and which were highly successful, even to the present, but 
which would not be designed in the same way if we were starting afresh today, knowing 
the terrain ahead 

• are currently successful, and likely to remain so, but only up to, say, five years – in other 
words, they have a limited shelf life 

• may continue to succeed but which, through budget commitments, are inhibiting more 
promising approaches that will ensure success well into the future 

Virtually every domain of leadership in the further transformation of school education calls for 
abandonment of one kind or another, regardless of the scenario. 

In addition to criteria suggested by Drucker, decisions on abandonment ought to be guided by 
core values such as liberty, equality, fraternity, efficiency and economic growth (drawing on a 
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classification of Swanson and King, 1997). Liberty or choice respects the right of parents and 
students to choose a school that meets their needs and aspirations. Equality or equity refers to 
assurance that students with similar needs and aspirations will be treated in the same manner in 
the course of their education. Fraternity or access means that all students will have access to 
the kind of education that matches their needs and aspirations. Efficiency refers to the manner in 
which resources are deployed in order to optimise outcomes, given the resources available. 
Economic growth is essential if resources are to be adequate to the task.  
A values-driven approach calls for abandonment of a preoccupation with means, focusing 
instead on ends (“all students in every setting…”) and underpinning values (liberty or choice, 
equality or equity, fraternity or access, efficiency for optimising outcomes, economic growth for 
adequacy). A more pragmatic approach means a call for the abandonment of a view of public 
education that limits virtually every aspect of design and delivery to an exclusive role for 
government, replacing it with a new kind of commitment, driven by passionate adherence to 
each of these values.  
The eight domains for leadership in the field of education call for abandonment of a range of 
approaches. Innovation in curriculum requires abandonment of some learning areas that have 
been painstakingly constructed over the last decade. Pedagogy is a domain fraught with 
dilemmas, but is ripe for abandonment of approaches that do not yield outcomes consistent with 
expectations for world-class schools. Innovation in design will certainly require abandonment of 
standard class sizes for all students at every level in facilities built like a collection of boxes, lined 
end-to-end or stacked one upon the other. Innovation in professionalism challenges the modest 
levels of knowledge and skill that sufficed in the past with a vision for values-centred, research-
based, outcomes-oriented, data-driven and team-focused approaches that matches, nay, 
exceeds that of the best of medical practice. Innovation in funding similarly challenges the 
constrained view of the recent past to call on all of the resources of the community in support of 
its schools. Innovation in leadership affirms the need for leadership, but approaches that do not 
lead to commitment to a common purpose should be abandoned. Innovation in management 
must find a place for knowledge management, suggesting that some tasks should be 
abandoned, curtailed or shifted to others if the role of middle management, in particular, is to be 
rewarding for incumbent and organisation. Innovation in governance, like innovation in funding, 
calls for abandonment of a constrained approach, admitting possibilities that have hitherto been 
unthinkable. 
Innovation in the ninth domain of boundary spanning calls for abandonment of the silo metaphor 
and a conviction that problems occur in simple clusters and can be addressed by networking of 
services in a single sector. 
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