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Introduzione  

Questo report riassume i risultati della ricerca su ruoli, responsabilità e formazione 

degli insegnanti condotta dai partner nei rispettivi paesi (Cipro, Portogallo, Italia e 

Regno Unito). Offre inoltre una sintesi delle desktop research svolte dai partner, con 

lo scopo di illustrare ruoli, mansioni e potenziali difficoltà degli insegnanti nei rispettivi 

paesi.  
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 Principali risultati 

 

Risultato 1: i docenti svolgono spesso mansioni che esulano dalla 
didattica, ma tale condizione professionale è spesso mal definita 

 Tutti i paesi prevedono per gli insegnanti una carriera orientata all’anzianità, 
ma il modo in cui si ottengono e ricoprono ruoli di maggiore responsabilità 
spesso non è chiaro né definito. 

 “Leadership” nell’ambito dell’istruzione sembra significare semplicemente 
l’ottenimento di una posizione di anzianità.  

 Gli insegnanti che ricoprono ruoli gestionali e amministrativi spesso non 
ricevono una formazione specifica in questo senso. 

 Soltanto il Regno Unito dispone di un programma destinato ai cosidetti “middle 
and senior managers”, erogato da fornitori accreditati a livello nazionale e con 
valore legale solo per i docenti di ruolo. 

 Gli anni di servizio appaiono come il modo più diffuso di ottenere posizioni di 
leadership, a causa della mancanza di qualifiche adeguate.  

Risultato 2: La formazione degli insegnanti con ruoli 
amministrativi/middle manager spesso non è adeguata alla loro 
funzione specifica.  

 La formazione è sporadica e molto variabile. L’offerta di mentoring e 
supervisione è assai scarsa.  

 In tutti i paesi considerati ci si concentra maggiormente su come essere un 
leader piuttosto che su come diventarlo.  

 I programmi di formazione degli insegnanti non offrono indicazioni circa lo 
sviluppo professionale a lungo termine.  

 La formazione e la promozione sono spesso destinate a membri dell’organico 
che occupano posizioni di ruolo già da molti anni.   

 I sistemi di assunzione centralizzati, come quello cipriota, spesso non sono in 
grado di selezionare i candidati in base alle loro capacità di leadership nelle 
varie attività che saranno chiamati a svolgere. 

Risultato 3: La formazione si basa spesso su metodi di 
insegnamento tradizionali.  

 La formazione è erogata da un fornitore esterno, in modo tradizionale, per un 
tempo limitato.  
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 I programmi di formazione nazionali hanno delle strutture standard e si basano 
prevalentemente su alcune abilità di management e alcuni approcci generici 
alla leadership.  

 I bisogni individuali e l’esperienza personale pregressa sono scarsamente 
tenuti in considerazione.  

 Le qualifiche accademiche sono limitate, in Portogallo esiste un Master in 
Scienza dell’Educazione che offre una specializzazione in Gestione delle 
Organizzazioni scolastiche.  

Risultato 4: Coaching e mentoring per insegnanti sono scarsamente 
disponibili, nonostante la loro potenziale utilità. 

 Nessun paese offre supporto o mentoring personalizzato per gli insegnanti 
interessati.  

 Coloro che affiancano gli insegnanti con ruoli amministrativi spesso non sono 
stati formati in questo senso e si basano unicamente sulla propria esperienza 
sul campo.  

 Il supporto offerto fa spesso parte della supervisione svolta dal responsabile 
o dal collega più anziano. 

 Gli insegnanti riportano un alto livello di stress, tuttavia ricevono poco supporto 
nel gestire questo tipo di difficoltà sul posto di lavoro.  

Risultato 5: Resilienza e benessere per gli insegnanti 

 Gli insegnanti che ricoprono ruoli gestionali e amministrativi contribuiscono al 
miglioramento della scuola e alla qualità dell’insegnamento.  

 Il benessere degli insegnanti deve essere oggetto di attenzione da parte della 
scuola. Nel Regno Unito OFSTED si concentra sulla riduzione del carico di 
lavoro, dimostrando il riconoscimento dei bisogni dei docenti.  

 Gli insegnanti si trovano spesso ad affrontare un aumento significativo delle 
proprie responsabilità lavorative.  

 Le posizioni che implicano responsabilità gestionali e amministrative 
dipendono principalmente dalle capacità educative e non dalle skill 
manageriali e di leadership.  

Conclusioni 

Da quanto emerso da queste ricerche, è evidente che l’offerta formativa legata allo 

sviluppo della leadership nei paesi partner sia assai limitata, caratterizzata da 

modalità tradizionali che non tengono conto dei bisogni individuali. Un recente studio 

dell’Università di Harvard (2017), analizzando 5 diversi stili di leadership identifica 
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quello del leader come “architetto”: qualcuno che sappia rispondere prontamente alle 

difficoltà, usare skill economiche e sociali per offrire soluzioni rapide e ragionevoli. 

Questa descrizione è adatta al perfetto “school leader”. Il “leader architetto”, tuttavia, 

pur essendo considerato il più efficace tra le diverse tipologie di leader, è spesso 

quello che riceve minor riconoscimento. 

Ciò potrebbe spiegare la riluttanza a sviluppare corsi di formazione adeguati ai bisogni 

degli insegnanti. Dal punto di vista sociale, sembra che non si riesca a identificare e 

accettare facilmente che gli insegnanti abbiano bisogno di formazione, supporto e 

mentoring. Tuttavia, i cambiamenti, le sfide e le crescenti responsabilità che 

interessano il mondo dell’istruzione devono portarci a riflettere su come ripensare il 

ruolo dell’insegnante e come fornirgli quelle skill di cui ha bisogno all’interno dei 

sistemi educativi nazionali.  
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FULL REPORT  (IN INGLESE) 

Report overview 

• The  Research Summary is a compilation of the findings from desk top research 

conducted by the project partners. 

• It illustrates the key issues facing aspiring or middle leaders in their retrospective 

countries. 

• Focuses on the training offered to support teachers are  who are acquiring additional 

leadership responsibilities. 

• The level of control the State (central or local government) has in the administration 

and management of schools appears to be a significant factor in how educational 

leadership is governed and experienced. 

Introduction   

Skill-AED is a pioneering ERASMUS+ project developing training and support for 

aspiring middle tier of managers in education. Increasingly, teachers are acquiring 

additional leadership responsibilities alongside teaching duties such as managing a 

larger workload and managing colleagues, and yet across Europe there appears to 

be a lack of training and support for aspiring leaders to develop a skillset which will 

support them in their work. Skill-AED aims to develop the skillset of aspiring and 

middle leaders in education supported by transnational peer learning and 

development. 

The Skills- AED project is being developed at a significant point of time for all of the 

countries involved in the ERASMUS+ project. Each country involved in the project 

faces similar challenges concerning how aspiring or middle leaders are supported. 

These are poignant issues in each country partly because each country is facing 

specific challenges regarding how education systems are managed and governed. In 

recent years, the countries involved in Skill–AED have been subject to different 

reviews into how and who controls education, and inevitably the outcome of these 

debates have had a direct impact on how educational leadership is delivered and who 

educational leaders are accountable to. This debate often takes the guise of 

questioning the extent to which central or local government manage education 

systems and their leaders. For example, in recent years in Portugal, there has been 
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an attempt to give school leaders more autonomy at a local level. A 2008 review of 

the law regarding the autonomy, administration and management of public pre-school 

establishments and basic and upper secondary schools identified a need to 

“strengthen school leadership so that in each school someone at the top is given the 

necessary authority to develop the school’s educational project and carry out on-the- 

spot educational policy measures”. As part of this shift in governance, families 

themselves also became active partners in the design of the Portuguese educational 

system. In Portugal, families and the communities are encouraged “to participate more 

actively in school leadership strategies thereby ensuring not only the right of the 

agents, namely the teaching staff, to take part in the educational process, but also 

enable everyone who has a lawful interest in the activity and in the life of each school 

a more effective capacity of intervention”. 

Similarly, England has a relatively decentralised education system with many 

leadership and management decisions taken at a school level1. This is delivered 

through the Local Management of Schools (LMS) which has devolved autonomy on 

resource allocation and priorities from local authorities to school governors. A 2007 

research study outlined six main areas of responsibility that head teachers identified 

they were responsible for:  

 accountability (time spent fulfilling the legal and other responsibilities of head 

teachers);  

 strategy (setting the strategic ethos of the school and improvement planning); 

managing teaching and learning;  

 staffing issues (including recruitment and staff’s professional development); 

networking (with other schools and other appropriate organizations); and  

 operations (the day-to-day management of the school).  

However, despite this perceived autonomy Head teachers’ professional associations 

have called for more intelligent  accountability, more flexibility on staff pay and 

conditions and, in particular, ‘more support and less pressure’ for school leaders from 

                                                
1 Education Development Trust (2014), Successful school Leadership 
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national agencies, Ofsted (Office for standards in Education, Children’s Services and 

Skills) and central government.”2 

Whereas, Cyprus due to the small geographic space has adopted a more centralized 

system of administration. Kyriakides (1999) describes the Cypriot educational system 

as having historical and political origins and suggests that a fully decentralised system 

in a small country like Cyprus would be very demanding in manpower. However, this 

also presents a different set of issues, and the Education Services Committee has 

identified that longevity in service is often the trigger for promotion rather than 

experience.  

Overview of education structures within Europe 

 

 

In the Czech Republic, Latvia, Hungary and Slovakia, compulsory education is 

organised in a single structure up to ages 14 to 16. However, between ages 10 and 

13, students in these countries can enrol, at certain stages in their school career, in 

separate establishments providing both lower and upper secondary education. In 

Poland: due to the progressive restructuration of the school system, the organisational 

model of full-time compulsory education has become a single structure model. 

                                                
2 Ibid.  

Single structure (ISCED 1 + ISCED 2) 

Differentiated branches/streams (ISCED 2) 

 

Common core curriculum (ISCED 2) 

Source: Eurydice. 

 Main models of primary and lower secondary education (ISCED 1-2) in Europe, 2018/19 
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Finding 1 - Pathways into middle management are often ill 
defined. 

The pathway to becoming an aspiring or middle leader in all four countries is variable. 

All of the countries have a career pathway in place, which supports teachers into 

senior leadership; however, the career pathway into middle management is far less 

obvious in all four countries. In general, most of the career pathways take the 

assumption that educational leadership is ultimately about a securing a senior 

leadership position. They fail to recognise middle leadership as a distinctive 

profession, which requires a specific skill set and experience (and which may or may 

not lead to a more senior position).The qualifications and training which does exist, is 

normally tailored to guide people into senior leadership rather than support people 

who aspire to be leaders or provide specific support for those taking on middle 

leadership tasks. The UK is the only one of the four countries to have distinctive 

professional development programmes for middle and senior managers including the 

National Professional Qualification for Middle Leadership (NPQML), Senior 

Leadership (NPQSL), Headship (NPQH) and Executive Leadership (NPEQL), 

however these are only delivered by state accredited providers and are only statutory 

at a senior level. 

Despite middle leadership being the traditional entry point into educational leadership, 

in each country training for middle leaders is significantly less developed. In general, 

training places are limited in number in every country and in most cases; it is longevity 

of service, which governs who enters leadership positions rather than obtaining the 

relevant qualifications. This is evident in Cyprus, where a “qualification in leadership 

and management is not a pre-requisite for promotion to the post, although it can be 

an advantage…. and although school leaders are considered important for the 

particular educational system, no professional qualification in educational 

management is required of applicants for leadership posts”. Instead, it seems that 

aspiring and middle managers are often offered training, which is more responsive to 

‘on the floor issues’ rather than generic leadership skills. An example of this is the 

Italian programme of training on e- leadership which includes training in different 

leadership approaches including ‘e- leadership alongside learning more about the 
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skills, methods and tools needed for effective leadership” (Menichetti, 2017)3. 

Another common issue was that longevity in service was often a pre- requisite to 

becoming an aspiring or middle leader rather than experience alone. An example of 

this is in Cyprus, “where qualifications, are devised such that only very senior teachers 

can acquire the position and there are no opportunities for younger talented individuals 

to compete for the position of school principal”. Similarly, in Italy the school principal 

identifies who can become “vice-preside”/deputy heads but to become a school 

principal a candidate has to win a national public bid (normally every 5 years). 

Alternatively, leadership opportunities are created in order to respond to local 

educational needs) such as teachers needing to take on additional responsibilities to 

address teaching issues. 

Finding 2 - Training for middle managers is often not 
tailored to their distinct function. 

The focus in all of the countries tends to be on how you become a leader rather than 

how you develop as a leader. The transition from becoming a teacher and then 

developing as an aspiring leader or becoming a middle leader is often unclear. 

Despite the need for leadership (at all levels) within education, none of the countries 

offer new teachers ongoing guidance on longer term career development nor are new 

recruits explicitly treated as aspiring leaders in mainstream initial teacher training 

programmes. Instead, training and promotion is often targeted at people who have 

been in teaching for a long period of time and who ultimately interested in becoming 

senior leaders. 

This process of transition from teacher to school leader is often governed by the role 

the State plays in managing education. However, there are issues associated with 

this. In Cyprus this centralised system often fails to consider educational leaders’ 

training needs and “from the moment teachers are promoted into principals, they are 

expected to be knowledgeable in teaching and curriculum matters, as well as to 

provide guidance and support to teachers. More specifically, many of the tasks that 

                                                
3E-leadership Prof. L. Menichetti, 2017, University of Florence. 
http://www.fupress.net/index.php/formare/article/viewFile/21047/19323 
  

http://www.fupress.net/index.php/formare/article/viewFile/21047/19323
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are expected from principals in Cyprus are aligned with instructional leadership tasks 

that are associated with high student performance”. In all four countries, it appears 

that leaders at all levels are increasingly faced with broader work remits and 

responsibilities. Hence, Governments are becoming more aware of the need to ensure 

educational leadership is developed to meet with the demands of the education 

system. For example, in Italy, the “Progetto di conclusioni del Consiglio relative ad 

una leadership efficace nel campo dell'istruzione” (2013) stresses the need for of 

effective leadership in the Italian school, also according to the Strategy Europe 20204. 

In the UK, the Department for Education5 identifies the requirement that all teachers 

should employ leadership qualities as part of the regulated Teaching Standards for 

Teachers, but they also identify specific educational behaviours’ expected from school 

leaders: “committed, highly visible school leaders, with ambitious goals, supported by 

a strong leadership team; effectively communicated, realistic, detailed expectations 

understood clearly by all members of the school; highly consistent working practices 

throughout the school; a clear understanding of what the school culture is ‘this is how 

we do things around here, and these are the values we hold’; high levels of staff and 

parental commitment to the school vision and strategies; high levels of support 

between leadership and staff, for example, staff training; attention to detail and 

thoroughness in the execution of school policies and strategies; high expectations of 

all students and staff, and a belief that all students matter equally”. 

Once obtaining a middle leadership position, training in all of the countries appears to 

be inconsistent with the investment in training both at the start of their career and in 

relation to becoming a senior leader. Training is sporadic and varies enormously 

between countries, and in addition arrangements for supervision and mentoring 

appear to be very limited. Overall, there seems to be a lack of coordination in all 

countries. For example in Italy, where despite the lack of policy concerning leadership 

within education, the “Piano per la formazione dei docenti 2016-2019 (Plan for 

teachers’ training 2016-2019)” published by the MIUR (Ministry of Education, 

Universities and Research) states the importance in trying to “promote new forms of 

leadership in order to facilitate cooperation between the teachers, facilitate new staff 

                                                
4 https://archivio.pubblica.istruzione.it/buongiorno_europa/allegati/leaderschipefficaceall2.pdf 
 
5 Department for Education. (2018) School Leadership in England 2010 to 2016 Characteristics and 
Trends 

https://archivio.pubblica.istruzione.it/buongiorno_europa/allegati/leaderschipefficaceall2.pdf
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training, autonomous research and innovation and the relationship between school 

staff, teachers and school principals”. Italian research also recognises that leadership 

training shouldn’t be linked exclusively to school principals but should be applied to all 

the school staff (including teachers). In Cyprus the ‘Policy for the Professional 

Learning of Teachers (2015)’ established the CPI, which is the official body through 

which the professional learning and development of teachers takes place, but 

feedback from training still states it is fragmented and disjointed. 

Similarly, a 2008 review into the laws concerning autonomy, administration and 

management in Portuguese schools led to the identification that new approaches to 

leadership needed to be used, particularly in regard to giving “the school director a 

greater capacity to react and institute a system of evaluation and accountability”. 

This led to changes in 2012, whereby schools began to “consolidate the autonomy 

and greater organizational and pedagogical flexibility of schools” with the goal to “help 

restructuring the school network, the consolidation and expansion of the school 

network with autonomy contracts, ranking of management positions, the integration of 

management tools and the consolidation of an assessment culture and improved 

openness to the community”. This shift towards more local accountability arguably 

creates more of a need for aspiring or middle leaders to develop the appropriate skills 

to work in a local context. 

The rhetoric and shifts in policy concerned with rethinking educational leadership, also 

suggest that there is a need to also think not just how but what we train educational 

leaders in. Every country has identified how the role of educational leadership is 

evolving (particularly in terms of taking on additional responsibilities and juggling more 

bureaucracy alongside teaching), and yet training agendas for leaders generally have 

the same content as prior to these changes occurring. For example, in the UK new 

approaches to leadership have been identified6:  

“leading relies on reflection and innovation; analytical and adaptive planning, requires 

an outward looking culture; collaborative culture, leading change requires action and 

alignment, leading learning depends on developing self and leading others; leading 

                                                
6 Hampshire Toolkit 
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with challenge, accountability and courage; none of the countries reported major 

changes in what training or educational opportunities were being offered to potential 

leaders.” 

In England, head teachers are held accountable for school performance through a 

highly developed national accountability framework. This framework includes 

individual target-setting for each school, the publication of exam results and a national 

inspection regime where reports on the performance of individual schools are publicly 

available and parents are encouraged to examine these reports when choosing a 

school for their child. The considerable autonomy and control that school leaders have 

in some areas is thus linked to high levels of accountability and areas of national 

guidelines and prescription. 

Finding 3 - Training often follows traditional teaching 
approaches. 

All of the countries identified a range of training for aspiring leaders. Training in all four 

countries is normally delivered through taught sessions and accredited by an external 

organisation. In most cases, pedagogical content appears to have been created by 

the training providers. Training normally occurs outside of the classroom/ school 

environment and is delivered for a set period of time and the design and pace of the 

training is normally designed by an outside training provider.  

Notably, the content of the training for aspiring and middle leaders identified by the 

four countries consists of a fixed format and is fixed around specific one- off sessions 

covering a range of generic management issues. In all cases, the training identified 

was delivered as an additional responsibility and very limited training took place within 

work hours. None of the training identified explicitly considers the differing demands 

on schools’ leaders work nor the individual’s needs (and how their previous 

experiences of management and leadership may impact on their educational 

leadership). In the UK, the Department of Education7 directly correlates schools’ 

improvement with effective leadership, but acknowledges the need for 

individualisation, 

“Teachers alone, no matter how skilled, cannot intervene with the same impact as a 

school leader can. The key task for a school leader is too create a culture - usefully 
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defined as ‘the way we do things around here’ - that is understood and subscribed to 

by the whole school community. Schools vary enormously in composition and context. 

Their challenges are similarly varied. It is therefore impossible to prescribe a set of 

leadership strategies that will guarantee improvements in all circumstances” 

National Leadership Training Programmes and Governance 

As previously noted, national leadership training programmes have been criticised for 

not providing adequate content to fulfil the training needs of leaders. For example, 

School Principals training in Cyprus “covers multiple issues, and newly appointed 

principals are not given the opportunity to elaborate on particular issues, let alone to 

discuss into more depth issues that are more pertinent to the needs of their own school 

unit”. Criticism of the Cypriot programme includes that the training is primarily 

bureaucratic in nature and inadequate to prepare school leaders for challenges they 

will encounter in schools. In addition, the participants characterise the NITPSL as 

fragmented and provided no coherence between the various modules and often 

leading to superficial learning. Another example where there has been a call to review 

training is the Cypriot induction program offered to new principals. “The program 

meets 19 times during a principal’s first year of service, but the 19 sessions are not 

well coordinated to provide "continuous" training, meaning that the sessions follow a 

coordinated order and build on one another in a meaningful way”. 

Another approach to training educational leaders is through academic qualifications. 

The advantage of this approach ensures that training is systematic and specialised 

and relevant to the varied roles and functions that are currently required of educators 

and teachers. Options include academic courses such as the Portuguese Masters in 

Education, which specialises in Administration of Educational Organizations. This “is 

intended to promote the acquisition and understanding of a multidisciplinary body of 

knowledge, in the approaches of the problems around Education in general and, 

especially, of the Educational Administration; promote applied research, in view of 

informed professional practices in the different fields of education; foster a continuous, 

autonomous and self-oriented learning process which enhances the experience 

gained; awareness for a critical position and an ethical performance in the professional 

performance in diverse levels of autonomy and responsibility in diverse situations and 

contexts”. 
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There have been attempts to ensure senior management training is consistent across 

countries through the establishment of national training programmes and standards. 

For example, the Cypriot NITPSL (National In-Service Training Programmes for 

School Leaders), the UK NQPML and the NPQSL offer structured taught courses 

normally focused around content such as roles and responsibilities, data analysis, 

change management, leadership styles, building high performance teams and 

professional development. These national programmes have adopted a range of 

formats. For example, in Cyprus the Training Programmes is offered, “during the first 

year following promotion and appointment to a leadership post, primary and 

secondary head teachers, as well as secondary education deputy head teachers have 

to attend these mandatory programmes. The cost for NITPSL is taken out of the 

national budget, so there is no cost involved for individuals attending the training. The 

NITPSL aim to: (1) offer participants updates on current educational trends; (2) 

support participants in understanding the importance of management in education; (3) 

support participants in developing management and administration skills; and (4) 

support participants’ personal and professional development and self- evaluation.”7  

The UK is the only country in this project, which has attempted to initiate nationwide 

localized training for teachers through the establishment Teachings Schools. These 

outstanding schools work with other schools to provide excellent support and training 

and development to both new and experienced school staff. Teaching schools have 

an important role to play in a school-led system and in school improvement going 

forward, taking on a more focused role that prioritises: 

 Coordinating and delivering high quality school-based initial teacher training 

(itt). 

 Providing high quality school-to-school support (StSS) to spread excellent 

practice, particularly to schools that need it most. 

 Providing evidence-based professional and leadership development (CPLD) 

for teachers and leaders across their network. 

In addition, teaching schools also adopt an important role as brokerage ‘hubs’ for other 

                                                
7 NITPSL Manual (2012). 
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system leaders, coordinating the supply and activity of national leaders of education 

(NLEs), national leaders of governance (NLGs) and specialist leaders of education 

(SLEs). Local support also comes from National Leader of Education and National 

Support Schools8, which include are outstanding headteachers who, together with the 

staff in their National Support School (NSS), use their skills and experience to support 

schools in challenging circumstances. In addition to leading their own schools, NLEs 

work to increase the leadership capacity of other schools to help raise standards. 

Cyprus has also is recently decided to adopt a unified policy regarding the professional 

development of educators, similar to the UK’s approach. This includes making 

provisions for the systematic training of all educators on matters relevant to the needs 

of their specific school unit or their own personal development needs. The reforms 

which focus on educators include a New Evaluation System for educators and 

educational practice. This policy intends to enable teachers to complete 50 hours of 

professional learning, which including seminars, conferences, workshops and other 

training activities, within a period of two years. 

In Italy, the ‘Piano per la formazione dei docenti 2016-2019’ (plan for teachers’ training 

2016-2019) published by the MIUR (Ministry of Education, Universities and Research) 

states the importance of “promoting new forms of leadership in order to facilitate 

cooperation between the teachers, facilitate new staff training, autonomous research 

and innovation and the relationship between school staff, teachers and school 

principals”. Furthermore, it is also stated that leadership shouldn’t be linked exclusively 

to school principals but should be applied to all the school staff (including teachers). 

This remark is particularly coherent with Skill-AED’s objectives. 

The Portuguese school management system does not dictate that a teacher needs to 

have specific management training or any leadership training. Depending on the 

school autonomy system, the local regulations might state some requirements for 

preferential treatment of candidates usually include specific formal training. 

In the UK, the creation of a National College for the Leadership of Schools and 

Children’s Services (formerly NCSL), has led to an increased focus on training, 

                                                
8 2018 Senior Leaders handbook 
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qualifications and professional development for school leaders within a national 

qualification framework. More recently the links between leadership and teaching 

have been highlighted with the amalgamation of the Teaching Agency and the 

National College. The National College for Teaching and Leadership (2013) also aims 

to improve the quality of the workforce; and help schools to help each other to improve. 

In addition, in the UK, the Office for Standards in Education’s (Ofsted) is the national 

inspection agency responsible for inspecting schools and providing quality assurance 

and public accountability in England and it has played a very influential role in shaping 

schools’ approaches to improvement. 

Pedagogy and leadership training curriculum design. 

Despite these national initiatives, the content of training is often fixed and based upon 

technical management skills and some generic approaches to management and 

leadership. Most training lacks opportunities to develop ‘soft skills’ such as dealing 

with people and juggling the complex situation middle leaders now face when juggling 

teaching alongside leadership tasks. In the UK, the NPQSL has begun to include 

‘softer skills’ such as understanding school culture, communication skills and self- 

awareness, however there is very little evidence that these skills are explicitly taught 

to middle managers. The UK’s Department for Education9 appears to have begun to 

identify some of the short comings in how and what leaders are 

taught in, and there are early signs that training is being reconsidered to consider both 

what and how leadership skills are being taught. They have proposed that educational 

leaders have access to training in a range of behavioural strategies and examples of 

best practice in the school system, by the creation of an optional training scheme. In 

addition, they have proposed that school leaders should be encouraged to visit 10 

other schools of similar structure and demographic to learn directly from experience. 

There is also some evidence of more ‘one- off’ specialist training which has been 

developed focusing on some bespoke issues. Examples of this include mini 

conferences and seminars, such as those organised in Cyprus in collaboration with 

the Cyprus Pedagogical Institute in collaboration with Inspectorate (MoEC). 

                                                
9 Department for Education (2018) 
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However, these have been criticized for only targeting head teachers and being one 

off incidents. The Inspectorate that organises mini conferences throughout the year 

mostly offers Cyprus optional in-service training courses for head teachers. These 

training courses are compulsory for school head teachers and are usually one- off 

incidents, without any follow up. 

Finding 4 - Coaching and mentoring for middle and aspiring 
managers is often not available despite its potential value. 

As the research identified, leaders are increasingly faced with a growing set of 

responsibilities and ‘training at entry’ into leadership did not prepare educational 

leaders for the role they undertake in any of the countries. One way to address this 

issue is through the introduction of coaching and mentoring. 

None of the countries reported any systems for pastoral support nor mentoring 

aspiring leaders. Research in all countries identifies that informal support from 

colleagues is valuable, and yet there appears to be very few mentoring opportunities 

for middle managers to engage in. Likewise, none of the countries identified training 

or support for senior managers to develop skills to train aspiring leaders. In addition, 

those supporting middle leaders often do not receive training and instead ‘on the job’ 

experience was the main way in which they learned how to support leaders. For 

example, in Cyprus, because of the multiple duties assigned to school principals, they 

do not have sufficient time to exercise this instructional leadership role effectively 

(especially in large urban schools). In addition, Cypriot principals have to undertake 

several teaching hours alongside heavy administrative duties as well as being required 

to conduct an annual evaluation of each teacher and for providing feedback on 

teachers to school inspectors. Principals not only assess teachers’ performance, they 

also are responsible for providing support to teachers throughout the year. Therefore, 

they assess the school’s needs for professional development, and direct instructional 

resources where they are most needed10. 

This support is often delivered in the context of a professional management 

supervision context (senior leaders managing aspiring leaders) and one could 

question the extent to which aspiring managers feel comfortable about discussing 

                                                
10 Darling-Hammond & Rothman (2011) 
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their training needs with the person who assesses their professional performance. 

Likewise, none of the countries reported any systems for what happens when aspiring 

leaders need additional support or how they can learn from more challenging 

situations. The training offered in all countries is standardized and there is limited 

evidence of any bespoke training being offered which considers the diversity of 

leadership roles in middle management nor the differing prior experience aspiring 

leaders may have when they enter middle management. 

Increasingly, educational providers are recognising the magnitude of skills required 

from educational leaders, and in Cyprus there is a recognition that leaders face “ 

pedagogical, curricular and professional challenges’ and thus leaders require 

knowledge and understanding of scientific and methodological tools to allow them to 

“ capture the complexity of the dynamics present in the processes organizational and 

pedagogical, to be able to promote the effectiveness and quality of the educational 

service”. Undoubtedly, educational leaders in all of the countries are expected to 

juggle a complex range of issues and therefore. In addition, many countries including 

Cyprus where, “principals also lack any formal autonomy over the budget of their 

school. School budgets are largely controlled by school boards, and principals must 

usually ask the school board for approval, even for small repairs and obtaining 

supplies for their school”. In Portugal “leadership has a vital role to play in creating the 

conditions for success at all levels of education and training systems. School leaders 

are major players in forging effective links between different levels of education and 

training, families, the world of work and the local community, with a common aim of 

raising learner attainment. Educational Management is a field which is concerned with 

the operation of educational organizations. It is the process of planning, organising 

and directing activities in a school, effectively utilising human and material resources, 

in order to accomplish the school’s objectives. It is not a field limited to school 

principals. All parties involved in education should gain insight in Educational 

Management as it is vital to help schools’ function successfully and effectively realise 

their goals”. 

It is therefore not surprising that there are high reports of stress amongst educators, 

and yet there is relatively little provision to help educational leaders feel supported 

when faced with some of these challenges. There is some evidence that some forms 
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of mentoring have been trialled such as in Cyprus, where in 2008, Mentoring programs 

became obligatory for new teachers. “Until 2013, new teachers were paired with a 

senior teacher in their school during their first year of teaching to assist them in their 

classroom preparation and to provide guidance in conducting their day- to-day work. 

In 2014, because of the economic crisis, the MOEC ended the mentoring program, 

but in some schools, it continues informally”. 

Finding 5 - Resilience and wellbeing for aspiring and middle 
managers 

Given the challenges now facing educational leaders, research in all of the countries 

indicated the importance of ensuring aspiring and middle leaders are supported to 

have “control, commitment, confidence, challenge”. Studies have shown that the 

extent to which people believe in themselves, have confidence in their abilities, 

possess the interpersonal confidence to influence others and deal with conflict and 

challenge have a direct influence on their effectiveness as a leader. However, when 

developing this behaviour, it is sometimes important to start by assessing and 

developing confidence – it is then easier to work with the other factors. Currently, none 

of the training mentioned in this synopsis takes this approach, perhaps because of the 

government pressure, which ultimately measures the impact of good leadership 

against the student grades. A consistent theme has been strong external 

accountability pressures, with school leaders increasingly held responsible for raising 

standards of achievement, leading school improvement and enhancing the quality of 

teaching in schools11. Although interestingly, there are references in the UK’s teaching 

standards which directly relate to staff wellbeing and require teachers to “command 

and earns respect from colleagues. Inspire, motivate and challenging pupils. Teachers 

model (and leads) the positive attitudes, values and behaviour expected of pupils, and 

supports others to do same”. 

If acquiring ‘soft skills’ and protecting leaders’ wellbeing are to remain important 

features of training programmes for aspiring and middle leaders, then one way to 

ensure they are considered in both leadership training and supervision is by factoring 

them into any inspection framework which schools face. For example, in the UK, the 

                                                
11 Successful Schools Leadership, p15 
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new OFSTED framework is looking to shift some of the focus on reducing workload. 

Hence, there is a recognition of wellbeing needs for the workforce albeit it is mostly 

directed to the class teachers’ workload; 

 Throughout the draft framework there are references to workload. 

 Leaders need to be aware of the main pressures that are on staff and take 

account of them, be realistic and constructive in the way they manage their 

staff and that any workload issues are dealt with appropriately and quickly. 

 Leaders should protect their staff from bullying and harassment.12 

The research from all of the countries identifies that increasingly, middle management 

faced greater responsibilities and tasks within their roles. Aspiring leaders are 

expected to immediately be able to perform effectively in their leadership roles. Job 

descriptions for aspiring leaders often suggest that their positions give then ‘additional’ 

responsibilities, rather than ‘different responsibilities’ and thus it is easy to understand 

why there are frequent reports of stress amongst aspiring leaders. Middle 

management positions are often awarded to people based upon their success in 

teaching rather than because they have been identified as having a skill set which will 

support them as aspiring leaders. However, given the high reports of work- related 

stress reported by school leaders across Europe, one could argue that this recruitment 

approach sometimes fails to take into consideration the wellbeing needs of aspiring 

leaders. 

In some countries, such as Cyprus where the reduced power of the state’s 

involvement in education has led to more powerful teachers’ trade unions. This has 

led to negotiating changes to working conditions, which clearly suggests such support 

is needed. Whilst this has made a significant contribution to motivation, the primary 

aim of these negotiations is building not only the knowledge and skills that teachers 

and other staff need in order to accomplish organisational goals but also the 

dispositions (commitment, capacity and resilience) to persist in applying the 

knowledge and skills. In the UK this has evolved to programmes where, “head 

                                                
12 Provisional OFSTED framework September 2019 
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teachers assist the work of teachers, in addition, when they provide them with 

discretionary space, promote regular access to a range of professional learning and 

development opportunities, distribute leadership across the school and ‘practise what 

they preach’ (model appropriate values and practices)13. However, none of the 

countries reported any large- scale formalised system of mentoring and coaching for 

aspiring or middle leaders, despite the fact that educational leaders face significant 

stresses in their workloads and evidence suggests that peer support is one of the most 

effective training tools. 

Conclusions 

In this review of the evidence concerning the training provision to support educational 

leadership from each country, it is evident that there are limited training opportunities 

available for aspiring and middle leaders, and those that do exist very much take a 

fixed, traditional training format which is rarely designed around individual needs (both 

in terms of the demands of the role but also based upon their previous experiences or 

how they may wish to grow in the role. A recent Harvard study (2017) analysing 5 

different leadership style, identified one style of leader as ‘an architect’; someone who 

could quietly and quickly respond to issues, employ social and economic skills as well 

as their own craft and offer considered solutions. In many ways, this is the perfect 

school leader, and yet despite the architects being seen as the most effective leaders 

the research findings suggested they were rewarded the least. 

This could begin to explain why there has been a reluctance to develop relevant 

training for aspiring and middle managers. From a societal perspective, it appears that 

we are reluctant to accept what training, support and advice new educational leaders 

want and need. However, the new challenges facing education, alongside the shifts 

in responsibility suggest that now is the time to rethink how educational leadership 

positions are nurtured to equip leaders with the skills they need for the current 

education systems in each country.  

                                                
13 Successful school leadership 


