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Educational Leadership in Developing
Countries and in Post-New War
Countries

Introduction

While there is a growing body of work on education in conflict and post-
conflict societies, it was noted over ten years ago that academic research
within the area was somewhat limited (Johnson & Van Kalmthout, 20006;
Tomlinson & Benefield, 2005). This is still the situation. Also, much of
what does exist is derived more from monitoring and evaluating work
undertaken by international development bodies in countries affected by
war, than from rigorous research in the social sciences (Paulson, 2011).
Therefore, a gap exists between theoretical and practical perspectives on
education in conflict-affected societies (Paulson & Rappleye, 2007;
Tomlinson & Benefield, 2005). This deficit calls for an urgent dialogue
to take place between scholars and policy makers. It also means that more
critically-informed and policy-relevant research in this emerging area of
inquiry is required (Davies, 2005; Novelli & Lopes Cardozo, 2008;
Paulson, 2011; Paulson & Rappleye, 2007).

While only a limited amount of research has been undertaken on edu-
cation in conflict-affected societies, even less has been undertaken on
leadership at the individual school level in such contexts. Certainly, a
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wide range of research projects on educational leadership has been
conducted, but much of it has concentrated on well-established and rela-
tively stable contexts (Bush, 2014; Nawab, 2011; Oplatka, 2004). The
main investigations have been on issues relating to school improvement
and effectiveness (Bush, 2008, 2009, 2012; Rhodes & Brundrett, 2009),
school leadership and student learning achievement (Jacobson & Ylimaki,
2011; Leithwood, Janttzi, & Steinbach, 1998; Leithwood & Massey,
2010; Louis, Dretzke, & Wahlstrom, 2010), school leadership and
change (Cravens & Hallinger, 2012; Fullan, 2001; Hargreaves & Fullan,
1992), and school leadership and culture (Dimmock & Walker, 2000;
Hargreaves, 1995). However, there are very few empirical studies that can
be drawn upon in an attempt to understand the context and nature of
school leadership in post-conflict settings at an international level (Clarke
& O’Donoghue, 2013a).

This chapter now provides further contextualisation to the study
reported later by providing an overview of the related academic literature.
It begins with an overview of the literature on educational leadership and
management generally, with a focus on general leadership theories and
theories of leadership and management in education. It goes on to exam-
ine the literature on educational leadership in developing-country con-
texts. The literature concerning educational leadership in post-conflict
nations is then considered. The chapter concludes with a discussion of the
literature pertaining to educational leadership in post-conflict Cambodia.

Educational Leadership and Management

The last few decades have seen numerous education reforms and school
restructuring changes aimed at improving equitable access to education,
promoting education quality and enhancing learning outcomes. To this
end, scholars, policy makers, and practitioners have recognised the
importance of leadership and management at all levels of education, and
especially at the school level (Bush, 2007, 2008, 2009, 2012, 2014). This
point has been made by Wart (2003) as follows:

Effective leadership provides higher-quality and more efficient goods and
services; it provides a sense of cohesiveness, personal development, and
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higher levels of satisfaction among those conducting the work; and it pro-
vides an overarching sense of direction and vision, an alignment with the
environment, a healthy mechanism for innovation and creativity, and a
resource for invigorating the organisational culture. (p. 214)

Indeed, the quality of leadership, it has been argued, can help to produce
significant education outcomes and especially to improve student learn-
ing achievement (Bush, 2008).

While there is an increased recognition of the importance of leadership
and management as an essential component of education change efforts,
it remains unclear which leadership practices can best produce the desir-
able outcomes (Bush, 2007, 2008, 2009, 2012, 2014). Some models of
leadership have been constructed to provide school leaders with a variety
of leadership practices which they can both adopt and adapt when con-
fronting problems and dealing with daily school operations.

General Leadership Theories

Leadership theories have often focused on characteristics of leadership,
on behaviours of leaders, on influence over followers, and on situa-
tional factors that determine an effective approach to leadership (Yukl,
1989). One theory of leadership which was dominant in the 19th cen-
tury was entitled the ‘Great Man Theory.” Well-known associated
exponents of this theory who attempted to explain the qualities of
great leaders were Nietzsche, James, Carlyle, and Galton (Vroom &
Jago, 2007; Wart, 2003). They suggested that great leaders are born
with such distinctive qualities as personal charisma, moral force, intel-
ligence, confidence and social skills, all of which set them apart from
their followers. However, some have argued that great leaders emerge
as a result of time, place, and circumstances (Stogdill, 1974). Also, the
‘Great Man Theory’ failed to take into account the greatness of such
female leaders as Joan of Arc, Elizabeth I, Clara Barton and Catherine
The Great (Wart, 2003).

Another major theory of leadership that has been popular in the main-
stream leadership literature throughout the 20th century is ‘trait theory’.
What was proposed was similar to the ‘Great Man theory’ in that it
sought to explain leadership in terms of traits relating to personality,
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physical appearance, social background, intelligence and ability
(Northouse, 2007, 2013; Taylor, 1994; Yukl, 2012; Wart, 2003). Leaders,
according to this theory, are endowed with superior qualities that distin-
guish them from their followers (Northouse, 2007, 2013; Stogdill, 1974;
Yukl, 2012). While many trait studies were designed during the 1930s
and 1940s, and were conducted to identify those qualities, they did not
yield consistent results (Wart, 2003; Yukl, 2012). Researchers have stated
that most early studies related to trait theory were inconclusive and that
the traits tentatively identified as crucial in one study were not found to
be crucial in another study (Northouse, 2007, 2013; Taylor, 1994; Wart,
2003). Also, while the list of traits became endless as the studies contin-
ued, they offered only limited assistance to practitioners (Northouse,
2007, 2013; Wart, 2003).

Later, the focus of leadership research shifted from seeking to explain
what effective leaders are, to seeking to explain what effective leaders
do. This approach, called ‘behavioural leadership,” was popular in the
1950s (Lunenburg & Ornstein, 2007; Yukl, 2012). The behavioural
leadership studies conducted can be divided into two groups (Yukl,
2012). One group was concerned with how leaders manage their work.
In particular, it investigated how leaders managed their time and docu-
mented the typical pattern of activities, responsibilities, and functions
for managerial jobs, and how leaders dealt with conflicts, constraints,
and requirements (Yukl, 2012). The other group attempted to identify
effective leadership behaviour. The focus was on the correlation
between leadership behaviour and indicators of leadership effective-
ness, and on how effective leaders can differ from ineffective leaders
(Yukl, 2012).

Some have argued that the leader behaviour studies failed to take
account of such situational factors as different environments, different
tasks, and different organisational structures, all of which can have an
influence on leadership (Lunenburg & Ornstein, 2007; Yukl, 2012). The
focus was placed on scanning what leaders did most of the time rather
than on trying to understand how contextual variables could cause a shift
in behaviour (Vroom & Jago, 2007). ‘Situational leadership theory’
emerged as a reaction. It offered a new perspective, holding that no single
leadership style, decision-making pattern, motivational strategy, or
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organisational structure, is universally effective (Lunenburg & Ornstein,
2007; Northouse, 2007, 2013; Wart, 2003; Yukl, 2012). It suggests that
situations shape how leaders behave (Bass, 1999; Northouse, 2007, 2013;
Vroom & Jago, 2007; Yukl, 2012). Therefore, an effective leader needs to
understand the situation of the organisation and, in particular, the com-
petence and skills of employees, as well as their commitment and motiva-
tion (Northouse, 2007, 2013). Having such an understanding, it is held,
can enable a leader to identify the needs of the organisation and to adjust
the leadership style to meet those needs.

‘Situational leadership theory’ has undergone several substantive
changes since its inception in the late 1960s (Graeff, 1997; Northouse,
2007, 2013; Wart, 2003). One well-known variant was a model devel-
oped by Hersey and Blanchard (1977) and Blanchard (1985). Central to
understanding this leadership model are the key concepts of directive
behaviour (task) and supportive behaviour (relationship). Directive
behaviour involves one-way communication and focuses on giving direc-
tions, instruction and guidance, developing goals and methods of evalu-
ation, setting a timeline, defining duties and responsibilities and directing
subordinates toward the attainment of goals (Northouse, 2007, 2013).
Supportive behaviour involves a two-way or multidirectional communi-
cation between leaders and subordinates that can promote social and
emotional support and eventually increase productivity (Northouse,
2007, 2013). Examples of such behaviour include active listening, asking
for input, collaboration, use of praise, consultation, and other social and
emotional support.

The directive and supportive behaviour, when combined, can be fur-
ther classified into four main leadership approaches: directing (high task/
low relationship), coaching (high task/high relationship), supporting
(high relationship/low task) and delegating (low relationship/low task)
(Northouse, 2007, 2013). These approaches, however, are not above crit-
icism. Also, there is a lack of robust research findings to justify and sup-
port their theoretical underpinnings (Northouse, 2007, 2013). There is,
for example, no clear explanation of how leaders transform the percep-
tions of their followers and how followers move from one level of devel-
opment to another level (Northouse, 2007, 2013; Yukl, 2012). Further,
the overall theory fails to address how demographic characteristics can
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have an influence on subordinates’ preferences for leadership. Another
criticism relates to ambiguity of conceptualisation on the development
level of subordinates (Northouse, 2007, 2013), and on how commitment
and competence can be combined with four distinct levels of develop-
ment (Graeff, 1997; Yukl, 1989).

At this point, it is apposite to recall that the diversity of leadership
theories has also led to the emergence of diverse concepts. Some early
definitions of leadership defined it as a focus on group processes (Bass,
1999). This suggests that the leader is at the centre, or focus, of group
change and activity and embodies the collective will. Another group of
definitions views leadership from a ‘personality perspective’. Here, a
leader is seen as a person who possesses unique traits and characteristics
that enable him or her to induce others to complete a given task (Bass,
1999). Other theorists define leadership as the ‘power relationship’ that
exists between leaders and subordinates (Bass, 1999; Northouse, 2007,
2013). This notion of leadership suggests that the leader is an individual
in a position of authority, using power to make the change in others
(Bass, 1999).

Despite the numerous definitions of leadership, most of them share a
common element, namely, that it is a process of influence. Yukl (2012,
p- 2) points out that “most definitions of leadership reflect the assumption
that it involves a process whereby intentional influence is exerted by one
person over other people to guide, structure, and facilitate activities in a
group or organisation.” Northouse (2007, 2013) also refers to leadership
as a process through which an individual influences a group of individuals
to accomplish a shared goal. These concepts of leadership consist of a
number of elements, including process, influence, and a goal or vision.

Considering leadership as a ‘process’ suggests that it is not a trait or
characteristic that inhabits the leader (Northouse, 2007, 2013). Rather,
it is a transactional event that occurs between the leader and his or her
subordinates. This means that leadership is not a one-way event. Rather,
it is an interactive event in which the leader can have an influence on, and
be influenced by, followers (Northouse, 2007, 2013). Also, the ‘process’
of influence is intended to achieve goals that are shared by the leader and
followers. Therefore, leadership involves directing a group of individuals
toward achieving a shared goal (Northouse, 2007, 2013).
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Regarding ‘influence’, this relates to the person exercising influence
and the type of influence exercised (Northouse, 2007, 2013; Yukl, 2012).
It has a neutral stance because it does not indicate what purposes or
actions should be sought (Bush, 2008; Bush & Glover, 2003). The ‘influ-
ence’ can come from different sources, including individual traits, leader
behaviour, interaction patterns, role relationships, follower perceptions,
and cognitive ability (Vroom & Jago, 2007; Yukl, 1989, 2012).

‘Vision’ also is increasingly being regarded as an essential element of
leadership (Bush, 2008; Bush & Glover, 2003). This indicates that a
main task of a leader is to set a goal or vision that is shared by a group of
individuals and to direct them toward accomplishing that vision (Bennis
& Nanus, 1985; Northouse, 2007, 2013). It is, therefore, important that
a leader articulates a clear and compelling vision, sets clear goals for the
organisation and creates a sense of shared mission. On this, Yukl (2012)
has stated that a vision is very important, especially during radical change,
as it can provide a sense of continuity for followers by linking past events
and present strategies to a vivid image of a better future for the organisa-
tion. It also offers hope for a better future and the faith that it will be
attained.

Leadership Theories in Education

The concepts of leadership presented above constitute a resource which
scholars can draw upon when defining leadership in education. Adopting
this position, Bush and Glover (2003) view school leadership as a process
of influence directed towards the attainment of desired goals. This sug-
gests that successful leadership involves constructing a clear vision based
on firm professional and personal values (Bush, 2008; Bush & Glover,
2003). The vision needs to be well communicated and widely shared by
teachers and other key stakeholders. Further, the leader needs to structure
the school in alignment with the shared vision and direct the resources
and activities of the school towards its attainment (Bush, 2008; Bush &
Glover, 2003).

Some scholars have argued that the concept of leadership relates to

that of management (Bush, 2008; Cuban, 1988; Yukl, 1989, 2012).
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While acknowledging that management and leadership are not equiva-
lent, Yukl (1989) suggested that the two constructs overlap. It is helpful
at this point, therefore, to consider some of the differences and overlaps
between these two concepts.

One view on the distinction between leadership and management
relates to the assumption that they cannot occur in the same person
(Yukl, 2012). This means that leaders and managers have incompatible
values and different qualities. In this connection, Yukl (2012) distin-
guishes management from leadership as follows:

Managers value stability, order, and efficiency, whereas leaders value flexi-
bility, innovation, and adaptation. Managers are concerned about how
things get done, and they try to get people to perform better. Leaders are
concerned with what things mean to people, and try to get people to agree
about the most important things to be done. (p. 5)

This view concurs with that of Bennis and Nanus (1985), who stated that
to manage means to accomplish activities, while to lead means to influ-
ence others and create the vision for change. They emphasised that man-
agers do things right and leaders do the right thing (Bennis & Nanus,
1985).

Other scholars differentiate leadership from management in terms of
distinct processes (Bass, 1999; Cuban, 1988; Kotter, 1990; Rost, 1991).
Rost (1991), for instance, viewed leadership as a multidirectional influ-
ence relationship and managementasan authority relationship. Leadership,
in this view, involves the process of developing mutual trust and purpose,
leading to change in an organisation, whereas management is linked to
coordinating activities to get the job done. This view is congruent with
that of Kotter (1990), who distinguished leadership from management in
terms of core processes and desired outcomes. He explained that the over-
all function of management relates to providing order and consistency in
the organisation, while leadership is primarily concerned with producing
organisational change and movement (Kotter, 1990).

The distinction between leadership and management is also made
by Cuban (1988), who linked leadership with change and viewed

management as a maintenance activity. He emphasised that leadership
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involves influencing others to take action to accomplish intended out-
comes. Leaders, in this view, set goals and motivate others to reach the
goals (Cuban, 1988). Management, by contrast, is concerned with the
effective and efficient maintenance of organisational arrangements.
Cuban (1988) maintained that although good management often
requires some leadership skills, the primary function is focused on main-
tenance rather than change. Bush and Glover (2003) offer a similar view,
in which they link leadership to values and purpose, leading to change,
and relate management to the implementation of policies and mainte-
nance of school activities.

Although there are differences between leadership and management,
the two do overlap in some ways. Kotter (1990), for example, pointed
out that both leadership and management involve deciding what needs to
be done, creating relationships to do it, and making sure it happens.
Northouse (2007) indicates as follows that there is a great degree of over-
lap between leadership and management:

When managers are involved in influencing a group to meet its goals, they
are involved in leadership. When leaders are involved in planning, organis-
ing, staffing, and controlling, they are involved in management. Both pro-
cesses involve influencing a group of individuals toward goal attainment.
(p. 11)

Some scholars have also suggested that leadership and management need
to be attributed equal importance if an organisation is to be successful
(Bush & Glover, 2003; Kotter, 1990). On this, Kotter (1990) held that
strong leadership without management can disrupt order and efficiency,
and strong management without leadership can discourage risk-taking
and innovation.

Finally, leadership has often been linked to effectiveness. Different
scholars view leadership effectiveness differently, depending upon their
perspective, the definition of effectiveness, and methodological prefer-
ences (Yukl, 1982, 2012). Many define leadership effectiveness in terms
of the type of consequence or outcome produced by the leader for fol-
lowers and other organisation stakeholders. These outcomes include
“group performance, attainment of group objectives, group survival,
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group preparedness, group capacity to deal with crises, subordinate sat-
isfaction with the leader, subordinate commitment to group objective,
the psychological well-being and personal growth of followers, and the
leader’s retention of his or her position of authority in the group” (Yukl,
1982, p. 2).

The concept of leadership effectiveness has been studied across organ-
isational sectors and especially in schools in which leadership is consid-
ered vital for school effectiveness and improvement. In particular,
education policy makers and researchers around the world have come to
recognise that “schools require effective leaders and managers if they are
to provide the best possible education for their students and learners”
(Bush, 2009, p. 375). It is, therefore, not surprising that a wide range of
leadership models which attempt to explain leadership behaviours and
practices associated with school effectiveness and improvement, has been
constructed (Bush, 2008; O’Donoghue & Clarke, 2010). These include
‘transactional leadership’ (Bass, 1999; Miller & Miller, 2001; O’Donoghue
& Clarke, 2010)., ‘transformational leadership’ (Bass, 1999; Bush &
Glover, 2003; Leithwood et al., 1998; Leithwood & Jantzi, 1999, 20006),
‘instructional leadership’ (Hallinger, 2003, 2005; Hallinger & Heck,
1996, 1998), ‘managerial leadership (Bush, 2008; Bush & Glover, 2003,
2014), ‘moral leadership’ (Bush, 2008; Bush & Glover, 2003, 2014;
Greenfield, 2004), ‘distributed leadership’ (Harris, 2013; Spillane, 2005),
and ‘contingent leadership’ (Bush, 2008; Bush & Glover, 2003, 2012;
Yukl, 2012), including others.

However, while the significant relationship between context and school
leadership has been increasingly examined, there is still a lack of empirical
research that can be used to develop a comprehensive theoretical frame-
work to inform the field. In this regard, Vroom and Jago (2007) have
indicated that while situational factors can influence leadership practice,
the role of situational leadership has been largely ignored. This brings one
to consider the situation of educational leadership in extraordinarily chal-
lenging circumstances, including both developing-country contexts and
post-conflict contexts, where little research has been conducted aimed at
understanding the nature and the context within which leaders at the
individual schoollevel work on a day-to-day basis (Clarke & O’Donoghue,
2013a).
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Educational Leadership in Developing
Countries

A wide range of studies on educational leadership and management has
been undertaken since the early part of the 21st century because of the
recognition that school leadership can make a difference in learning
achievement (Bush, 2008, 2012; Hallinger, 2011). Most of these studies
have focused on Western, well-established, or relatively stable contexts
(Bush, 2014; Dimmock & Walker, 1998; Hallinger, 2011; Harber &
Davies, 1997; Nawab, 2011; Oplatka, 2004). However, little empirical
research on educational leadership in developing-country contexts has
been carried out. In this connection, Hallinger and Chen (2014), in the
conclusion to their review of the empirical studies associated with educa-
tional leadership and management, stated that research in the field is
particularly scarce for Asian countries. As a result, there is only a limited
understanding of how educational leadership and management is prac-
tised within them.

The ‘developing country contexts’ refer to countries with minimal
industrial and international market-based economic activity. In other
words, they are “more agricultural-based, and they are usually character-
ised by high mortality rates, high birth rates, high levels of poverty and
large gaps between rich and poor” (Oplatka, 2004, p. 428). Such coun-
tries are mainly situated in Africa, Latin America and Asia. At the same
time, it is important to note that the structure of education systems in
these areas can differ, depending on cultural, national and sociological
contexts (Dimmock & Walker, 1998). Therefore, the results of a study in
one developing country do not necessarily apply to another developing
country (Oplatka, 2004).

The literature on school leadership in developing countries will now be
examined. First, an overview of the broad education landscape in devel-
oping countries, with a particular focus on education issues which can
shape school leadership and management is presented. Attention then
shifts to examining school leadership preparation, development and sup-
port in those contexts. The section concludes with a review of the charac-
teristics of school leadership and management identified in regard to
developing nations.
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An Overview of the Education Landscape
in Developing Countries

There has been tremendous progress in education attainment in many
developing countries since the 1960s (Glewwe & Kremer, 20006), but it
has not been evenly distributed geographically. In 2003, there were still
more than 113 million children of primary school age not attending
school (UNDP, 2003), 94 percent of whom lived in developing countries
(UNESCO, 2002). More recently, repetition and school dropout rates in
developing countries have been high, and the quality of education has
often been low (Glewwe & Kremer, 2006; UNESCO, 2015). Many stu-
dents learn much less than expected and teachers are often absent from
classrooms. An overview of the related education landscape in developing
countries, with special attention to access to education, problems of edu-
cation quality, and matters to do with economic and educational resources
in developing countries, is now presented.

Access to Education

By 2006, school enrolment rates and adult literacy had increased signifi-
cantly in many developing countries (Glewwe & Kremer, 2006). In par-
ticular, there had been impressive progress towards the provision of
universal primary school education and in secondary school enrolments
since the implementation of the Dakar Framework for Action (DFA),
Education for All (EFA), which resulted from the deliberations of the
World Economic Forum (WEF) in Dakar, Senegal, in 2000. This progress
was reflected in the results published in the EFA Global Monitoring
Report 2015, which showed that more children were attending school,
compared to 1999 when there were 204 million out-of-school children
(UNESCO, 2015).

Gross enrolment refers to the number of children enrolled in a particu-
lar level of education regardless of age, divided by the population of the
age group that officially corresponds to the same level (Glewwe & Kremer,
2000). For instance, the primary school age range is usually defined as
being between 6 and 11 years of age. Research has shown that gross
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enrolment rates at the primary school level internationally have increased
significantly over the last decades. In 1960, the gross enrolment rate at
the primary school level was 65 percent in low-income countries, 83 per-
cent in middle-income countries, and over 100 percent in high-income
countries (Glewwe & Kremer, 2006).

A gross enrolment rate over 100 percent does not mean that all school-
age children attend school. On this, Glewwe and Kremer (2006) explain
that grade repetition increases gross enrolment rates. Secondly, gross enrol-
ment rates are usually computed by comparing census data with Ministry
of Education data obtained from reports of school principals (Glewwe &
Kremer, 2006). Also, data in school principals’ reports can be exaggerated.

Another way to measure progress toward universal primary education
is to calculate net enrolment. This refers to the number of children
enrolled in a particular level of education who belong to the age group
that officially corresponds to that level, divided by the total population of
the same age group (Glewwe & Kremer, 2006). In 1999, net primary
school enrolment rates around the world were 80 percent in low-income
countries and 88 percent in middle-income countries (Glewwe &
Kremer, 2006; UNESCO, 2015). The low net enrolment rates mirror
high repetition and late school-starting age. However, there has been sig-
nificant progress in net enrolment at primary schools since 1999, reach-
ing 90 percent in 2010 in many regions, and it was estimated that it
would reach 93 percent in 2015 (UNESCO, 2015).

Enrolment rates at the secondary school level increased considerably in
developing countries after 1960. The gross enrolment rate in low- and
middle-income countries increased by almost 150 percent between 1960
and 1980, but progress slowed down to 59 percent in low-income coun-
tries and to 51 percent in middle-income countries from 1980 to 2000
(Glewwe & Kremer, 2006). The gross enrolment rate at the lower sec-
ondary education level increased from 71 percent in 1999, to 85 percent
in 2012, and from 45 percent to 62 percent at upper secondary educa-
tion (UNESCO, 2015). This progress, however, has varied substantially
across regions. For example, although the gross enrolment rate at the
lower secondary school level exceeded 95 percent in most regions in
2012, it was 89 percent in many Arab States, 81 percent in South and
West Asia, and 50 percent in sub-Saharan Africa (UNESCO, 2015).
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While increases in enrolment are evident, millions of primary school-
age children do not attend school and do not complete primary school
education. There were approximately 58 million children of primary
school age not in school globally in 2012, and at least half of these chil-
dren lived in sub-Saharan Africa (UNESCOQO, 2015). Student attriion also
remains a daunting issue in many developing countries, where one in six
children does not complete primary school education. The situation is
critical in sub-Saharan Africa, where at least, 20 percent of children
enrolled in school do not reach the final primary school grade (UNESCO,
2015). Rates of secondary school completion are even lower. This is
attributed primarily to demographic pressures, conflict situations, pov-
erty, child labour exploitation, traditional and religious beliefs, a shortage
of teachers, and a lack of adequate commitment by governments (Harber
& Davies, 1997; UNESCO, 2015).

Quality of Education

Some developing countries have made significant progress in both the
expansion of education services and in improvement in learning out-
comes (UNESCO, 2015). For example, Kenya raised the completion
rate in primary school education from 42 percent in 2000 to 62 percent
in 2007, and gained an increase in the percentage of those reaching the
minimum-set standard in mathematics from 25 percent to 39 percent
(UNESCO, 2015). A similar situation took place in Ghana, where access
to education and equitable learning went hand in hand. Here, the sec-
ondary school net enrolment ratio increased from 36 percent in 2003 to
46 percent in 2009, and learning disparity has been narrowed across
regions (UNESCO, 2015).

Nevertheless, the quality of education in many developing countries is
very low (Glewwe, 2014; Glewwe & Kremer, 2006). Students in such
countries often learn much less than what is indicated in the official
school curriculum. Also, they learn much less than their counterparts in
developed countries. This was indicated in an international comparison
undertaken in 2009, which demonstrated that 58.1 percent of U.S.
15-year-old students achieved a literacy score of Level 3, which refers to
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the ability to read tasks of moderate complexity, whereas the correspond-
ing figures for 15-year-old students in many developing countries was
much lower: 23.3 percent for Brazil, 12.2 percent for Indonesia, 20.1
percent for Jordan, and 13.1 percent for Peru (Glewwe, 2014). A larger
gap was found in relation to mathematics, where Level 3 refers to the
ability to execute clearly described procedures, including those that
involve sequential decisions. The results were 52.2 percent for the United
States, 11.9 percent for Brazil, 6.4 percent for Indonesia, 11.9 percent for
Jordan, and 9.5 percent for Peru (Glewwe, 2014).

Glewwe and Kremer (2006) state that mathematics score disparities
between developing and developed countries are approximately equiva-
lent to a three-year education gap. This gap reflects the low quality of
achievement in developing countries, and is deemed to result from the
rapid expansion of education services, in particular at primary and sec-
ondary school level. The situation has constrained the use of financial and
human resources to improve the process of education (Glewwe & Kremer,

20006).

Economic Resources and Education Systems

Developing countries are characterised by fragility, while being shaped by
global economic changes (Bush, 2008). These factors can also have an
impact on government expenditure on education. Glewwe (2014) points
out that while increasing expenditure on education can lead to increased
enrolment and learning, most developing countries experience financial
constraints which make it difficult for them to allocate larger amounts in
their budgets to education. Expenditure per primary school student in
low-income countries was about 7 percent of per capita GDP in the late
1990s (Glewwe & Kremer, 2006). Little has changed since then
(UNESCO, 2015).

Teachers’ salaries account for a large percentage of government invest-
ment in education in developing countries. In many of them, it makes up
at least 74 percent of government expenditure on education (Glewwe &
Kremer, 2006; Rogers & Vegas, 2010). Sometimes, the figure can be
higher than 80 percent of the recurrent education budget, occasionally
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even reaching 95 percent (Rogers & Vegas, 2010; UNESCO, 2015).
Glewwe and Kremer (2006) have explained that this is because these
countries pay high teacher salaries relative to GDP per capita. Also, while
recognising that there has been a decline in the student/teacher ratio in
some countries, the EFA Global Monitoring Report 2015 reported that
the ratio remains high in others, often exceeding 40:1 (UNESCO, 2015).

Some low-income countries have increased the percentage of trained
teachers in the classrooms in the last decade, but others have not. In
2012, the ratio of students to trained teachers exceeded 100:1 in some
African countries, including the Central African Republic, Chad, Guinea-
Bissau and South Sudan (UNESCO, 2015). It was estimated that
between 2012 and 2015, around 4 million primary school teachers would
have been needed to address the scarcity of teachers involved in primary
school education and to achieve universal primary education (UNESCO,
2015). This means that around 450,000 additional teachers are required
each year across the developing world, with some regions needing many
more teachers than others.

Many developing countries spend more on tertiary education than on
secondary and primary school education. On this, Glewwe and Kremer
(2006) stated that “on average, governments in low-income countries
spend 34 times more on a student in tertiary education than they spend
on a student in primary education and 14 times more than on a student
in secondary education” (p. 962). Low spending on primary and
secondary school education has two major implications for school-level
stakeholders. First, it can constrain the ability of school principals to
expand school facilities and teaching and learning materials, along with
the number of teachers to teach disadvantaged groups and to provide
quality education. Secondly, low spending on education means that
households often have to take responsibility for the costs involved. While
school fees have been abolished in some developing countries, parents are
responsible for providing many basic learning materials, including text-
books, uniforms, transportation, and school facilities (Glewwe & Kremer,
2000).

Education systems in developing countries tend to be highly central-
ised (Glewwe & Kremer, 2006; Oplatka, 2004). The ministry of educa-

tion in many developing countries decides on most aspects of education,
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often including a central national curriculum, syllabus, teaching and
learning materials, recruiting and deploying staff, and allocating the
school budget (Oplatka, 2004). In this regard, Mitchell (2015) points
out that while school principals in Ethiopia are expected to lead school
improvement, they lack autonomy in relation to budget management,
procurement of textbooks, and recruitment and training of teachers.
Glewwe and Kremer (2006) have also commented that most developing
countries have a single centrally-set curriculum which frequently tends to
favour the needs of relatively elite students and ignores the larger popula-
tion. This can result in poor academic performance in many students’
tests, along with high dropout and repetition rates. Also, centralised edu-
cation systems can limit the autonomy of school leaders and create a nar-

row definition of their roles (Oplatka, 2004).

School Leadership Preparation and Development
in Developing Countries

High quality leadership is important for school improvement and stu-
dent learning (Asuga, Eacott & Scevak, 2015; Bush, 2008; Hallinger,
2011; Leithwood & Jantzi, 2006; Leithwood et al., 1998). Also, provid-
ing leadership differs from being able to teach (Bush, 2008, 2011).
However, school leaders in many developing countries lack formal
leadership preparation and development when they progress from being
classroom teachers to becoming school principals (Bush, 2008, 2011,
2012, 2013; Bush & Oduro, 2006; Bysik et al., 2015; Kitavi & van der
Westhuizen, 1997; Nigab, Sharma, Wei, & Maulod, 2014; Okoko, Scott,
& Scott, 2015; Onguko, Abdalla, & Webber, 2012; Oplatka, 2004).
Usually, they are not required to attend any formal, pre-service leadership
and management training.

School leadership appointments in many developing countries are
based on a traditional apprenticeship model, which means that one has
to learn one’s job ‘on the job’ (Okoko et al., 2015; Onguko et al., 2012;
Su, Adams, & Mininberg, 2000). Principals are often appointed on the
basis of having a successful teaching record and a substantial length of
teaching experience, rather than on having demonstrated leadership
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capacity (Bush, 2008; Bush & Oduro, 2006; Gamage & Sooksomchitra,
2004; Nigab et al., 2014; Onguko et al., 2012; Oplatka, 2004; Kitavi &
van der Westhuizen, 1997). This means that school leaders move from
being classroom teachers to master teachers, to school administrators,
and to school principals, with little or no specialist training for their new
roles in each case (Bush, 2009; Donkor, 2015; Gamage & Sooksomchitra,
2004; Kitavi & van der Westhuizen, 1997; Niqab et al., 2014; Okoko
et al., 2015; Su, Gamage, & Mininberg, 2003). Okoko et al. (2015)
point out that in Kenya, teachers have to work for at least 20 years before
they qualify to become principals. They spend at least ten years as class-
room teachers, three years as senior teachers and heads of departments,
and three years as deputy principals. Furthermore, in some countries,
political connections and nepotism can be influential in the appointment
of new school leaders, even when they lack appropriate qualifications and
experiences (Donkor, 2015; Okoko et al., 2015; Onguko et al., 2012;
Oplatka, 2004; Sumintono, Sheyoputri, Jiang, Misbach, & Jumintono,
2015).

School leadership positions in many developing countries tend to be
male-dominated (Bush, 2008; Bush & Oduro, 2006; Nigab et al., 2014).
Herriot et al. (2002) reported that 93 percent of primary school princi-
pals in Kenya in 2002 were males. Bush and Heystek (2006) found that
male school principals made up 66 percent of the school principal popu-
lation in the Gauteng province of South Africa in 2006. A similar
situation was found in Pakistan, regarding which Nigab et al. (2014)
reported that school leadership positions are largely occupied by males.
This situation is mainly attributed to cultural factors (Bush, 2008; Bush
& Oduro, 2006). In particular, women are often deemed to be inferior to
men and are discouraged from taking up leadership positions.

There is wide recognition that school leaders need specific preparation
if they are to be successful in leading and managing schools (Bush, 2009;
Gamage & Sooksomchitra, 2004). Bush (2008) offers four main reasons
why preparation is vital for school leaders. These are “the expansion of the
role of school principal, the increasing complexity of school contexts,
recognition that preparation is a moral obligation, and recognition that
effective preparation and development make a difference” (Bush, 2008,
p- 26). School leaders in developing countries often, however, have few
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professional development opportunities following their appointment
(Bush, 2008; Bush & Oduro, 2006; Donkor, 2015; Niqab et al., 2014;
Okoko et al., 2015). Those professional development opportunities pro-
vided as part of the induction for newly appointed school leaders are
often inadequate. For example, Tekleselassie (2002) reported in 2002,
that most school principals in Ethiopia attended in-service school man-
agement training sessions, but they were perceived to be limited, ill-
managed, irrelevant and repetitive, with incompetent trainers. Also, there
can be a lack of capacity among those responsible for designing and deliv-
ering the training and supporting of the school leaders (Bush, 2008;
Kitavi & van der Westhuizen, 1997; Tekleselassie, 2002).

The dearth of professional development opportunities can leave school
principals, and especially newly appointed ones, unprepared for their
responsibilities (Bush, 2008; Bush & Oduro, 2006; Onguko etal., 2012).
Beginning school principals in Kenya, for example, face multiple chal-
lenges in dealing with their job. These include shortage of school facili-
ties, students being unable to pay school fees and to buy learning
materials, poor school sanitation facilities, managing staff, deciding on
the language of instruction, overseeing community relations, organising
professional development, and engaging in crisis management (Kitavi &
van der Westhuizen, 1997; Okoko et al., 2015). Onguko, et al. (2012)
also reported that school principals in Tanzania, owing to the lack of
professional preparation and development, work in extraordinarily
challenging situations where they have to deal with many problems,
including shortages of teachers, limited availability of teaching and learn-
ing materials, low parental awareness of the importance of education,
community relations’ challenges, health issues, orphanage placements,
and child labour.

Researchers have called for proper recruitment, preparation, develop-
ment and support for school leaders in developing countries if the aim of
education is to enable these countries to compete in an increasingly chal-
lenging world economy (Bush, 2008; Bush & Oduro, 20006). In 2004,
Gamage and Sooksomchitra (2004) indicated that Thai school leaders
required new skills, competencies and professional development to deal
with challenges faced as a result of school-based management reforms.

They (Gamage & Sooksomchitra, 2004) suggested that leadership and



62 T. Kheang et al.

management training should have both theoretical and practical aspects,
enabling school leaders to become effective in their jobs. Drawing on
insights from different countries, Bush (2008) proposed that school lead-
ership and management training should have five core elements: instruc-
tional leadership, law, finance, human resource management, and
administration.

Characteristics of School Leaders in Developing
Countries

School leaders in developing countries work under challenging circum-
stances with little or no preparation, development and support from their
governments. Challenges often include lack of economic and education
resources, student dropout, low quality learning, and a shortage of quali-
fied teachers. However, little research has been undertaken aimed at gen-
erating an understanding of leadership practices adopted in such
circumstances. Oplatka (2004), back in 2004, identified three main char-
acteristics in the approaches that school leaders adopt in developing
countries. These are a focus on management and maintenance, a lack of
change initiation, and an absence of instructional leadership.

The first characteristic of leadership and management that has been
associated with school leaders in developing countries is that they often
prioritise management and maintenance over leadership. They spend a
considerable amount of time maintaining staff and student discipline,
dealing with untrained staff, managing school finance and resources,
arranging transportation and routine maintenance work, scheduling
school activities and tasks, and dealing with the community and parents
of students (Chapman & Burchfield, 1994; Harber & Dadey, 1993;
Onguko etal., 2012). Okoko et al. (2015) reported that school principals
in Kenya were responsible for such managerial duties as coordinating
examinations, managing school finance, managing student misbehav-
iour, scheduling timetable, working with parents, and managing the
school curriculum. Okoko et al. (2015) went on to say, however, that
principals were often absent from school, leaving the day-to-day manage-
ment to their deputy principals. As a result, they devoted very little time
to devising long-term school development plans.
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We have known for quite some time that many school principals in
low-income countries also have to perform very basic managerial tasks
(Oplatka, 2004). These can include dealing with kitchen-related issues,
fixing school roofs, and mending water pipes (Harber & Dadey, 1993).
Further, they often engage in fund-raising activities. Because of a lack of
funding support provided by government, they are regularly unable to
cover the cost of basic school needs, including those associated with tele-
phone services, clean water, and physical school facilities. For instance,
principals in Botswana, China, Ghana, Kenya and South Africa have
often engaged school stakeholders, parents and community members in
contributing labour, materials and funds (Harber & Dadey, 1993; Kitavi
& van der Westhuizen, 1997; Oplatka, 2004).

Another characteristic of leadership and management linked with
school leaders in developing countries is their reluctance to engage in
change initiation. While school leaders in Western countries often play a
role as innovators and initiators of school change, school leaders in many
developing countries often lack the capacity and motivation to initiate
and lead school reform (Oplatka, 2004). This situation can be attributed
to some extent to the bureaucratic regulations and organisational struc-
tures which present limited opportunities for school leaders and restrict
their capacity to participate in change initiation and management (Bush,
2008; Hallinger & Kantamara, 2000; Oplatka, 2004).

Cultural features also play an important role in constraining the ability
of school leaders in developing countries to participate in the initiation of
education change (Hallinger & Kantamara, 2000; Oplatka, 2004). What
is often promoted is a proliferation of laws and rules, along with safety
and security measures. This can discourage the pursuit of difference and
novelty. School principals in Thailand, for example, were reported to
have favoured stability and to find change disruptive (Hallinger &
Kantamara, 2000). Also, in Thai culture, senior leaders or policy makers
are perceived to have personal power which can influence the direction of
education change. In addition, Oplatka (2004) has observed that while a
number of education change initiatives, including education decentrali-
sation and school-based management, have been introduced in education
systems in developing countries, the roles of school leaders have changed
little. On this, Bush (2008) has stated that school leaders in such coun-
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tries tend to practise a managerial style of leadership because their pri-
mary role is to implement externally imposed policies.

A third characteristic of school leadership and management in many
developing countries which has been identified is the absence of instruc-
tional leadership. Although instructional leadership has increased in pop-
ularity in the last few decades (Bush, 2015; Hallinger, 2005), it has rarely
been adopted by school leaders in developing countries (Oplatka, 2004).
Rather, school leaders in many of these countries tend to adopt a stance
where they concentrate mainly on management and maintenance.

Educational Leadership in Post-conflict
Countries

While many post-conflict countries are situated in developing countries,
they often also have unique characteristics. This section of the chapter
provides an overview of educational leadership and management in such
settings. It starts with an overview of the education contexts in post-
conflict countries which can have an impact on the practice of leadership
and management at the school level. These include the legacies of conflict
on an education system and approaches to education reconstruction in
post-conflict contexts. It then moves on to examine school leadership
situations in different post-conflict environments.

The Impacts of Conflict on Education Systems in Post-
conflict Contexts

The education landscape in post-conflict contexts can be complex. Thus,
it requires critical analysis before any education reform initiatives can be
developed and implemented. In this connection, the World Bank (2005)
explained that post-conflict contexts can provide both opportunities and
challenges for education reconstruction and transformation. The oppor-
tunities can include replacement of new political systems supportive of
reconstruction, a sense of high expectation for change and renewal in
education, weakened bureaucratic systems, and available resources for
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education reconstruction (World Bank, 2005). These can also turn into
challenges for the reconstruction of education in post-conflict situations.
Such challenges can include a lack of political direction and leadership
due to the new political authorities being weak and unstable (Buckland,
2006; World Bank, 2005). Also, there is often a lack of effective admin-
istration. This can obstruct the implementation of education reforms.
Further, within post-conflict societies the civil society may be disorgan-
ised and focused more on oppositional politics than on policy develop-
ment (Buckland, 2006; World Bank, 2005). Another challenge relates to
the unpredictability and constraint of financial flows.

Substantially destructive effects of conflict can also impose significant
burdens on education reconstruction within post-conflict contexts. A
number of related challenges relate to insufficient domestic revenue to
operate the education system, a severe shortage of qualified teachers, an
oversupply of under-qualified teachers, a lack of skills training for youth,
poor record keeping, a high rate of illiteracy, corruption, and a lack of
accountability and transparency in educational management (Buckland,
2006; O’Malley, 2010; Seitz, 2004; World Bank, 2005).

To illustrate the long-term legacy of conflict on education reconstruc-
tion, O’Malley (2010) identified five broad outcomes. First, teachers and
education personnel are often murdered or flee overseas during armed
conflict because of their connection with a state authority. This situation
eventuated in many conflict-affected countries, including Burundi,
Cambodia, Columbia, Pakistan, Rwanda, Sudan and Thailand (O’Malley,
2010; Seitz, 2004; UNESCO, 2011; World Bank, 2005). These circum-
stances can not only impede education provision during conflict, but can
also impose a considerable impediment on education reconstruction
(Buckland, 2006; O’Malley, 2010; Smith, 2009, 2010; UNESCO, 2011;
World Bank, 2005) through both a shortage of trained teachers and an
oversupply of under-qualified or unqualified teachers (Buckland, 2006;
UNESCO, 2011; World Bank, 2005). Further, those teachers remaining
can often experience psychological trauma and may also lack motivation
in teaching.

Another long-term effect of conflict on education reconstruction in
post-conflict settings relates to students and their learning (Buckland,
2006; O’Malley, 2010; Seitz, 2004; Smith, 2010; UNESCO, 2011;



66 T. Kheang et al.

World Bank, 2005). Student enrolment and attendance rates are fre-
quently low during times of conflict as a result of violent attacks and
closure of schools. Moreover, the situation does not tend to improve
much in the post-conflict environment. The immediate return of chil-
dren to education after conflict is often not seen as being important by
many parents because of the destruction of school facilities, shortage of
teachers, and damage to industries, markets and other infrastructure
(Justino, 2014; World Bank, 2005). Furthermore, students in such con-
texts may be traumatised as a result of psychological and physical abuse
(O’Malley, 20105 Seitz, 2004; UNESCO, 2011; World Bank, 2005).

Post-conflict nations also regularly confront a lack of education infra-
structure to accommodate education recovery (Justino, 2014; O’Malley,
2010; World Bank, 2005). While some schools may be open, others
often require substantial rehabilitation or reconstruction, which can take
years to accomplish. In this regard, O’Malley (2010) has indicated that in
Sierra Leone education infrastructure was largely destroyed during its
years of conflict, and 60 percent of primary schools and 40 percent of
secondary schools needed major reconstruction three years after the con-
flict ended. Additionally, many schools in post-conflict contexts may lack
basic classroom facilities and such resources as desks, chairs, textbooks,
chalk, and blackboards, and there can often also be a shortage of proper
toilets, clean water and electricity (O’Malley, 2010).

A further complication is that education systems in post-conflict con-
texts tend to be highly centralised and may lack transparency (O’Malley,
2010; World Bank, 2005). This situation can be attributed to a shortage
of technical expertise and capacity to implement education reforms
because of the lack of teachers and of education officials (Brown, 2011;
Buckland, 2006; Justino, 2014; O’Malley, 2010; World Bank, 2005).
Furthermore, education records and information systems are often poorly
managed because of the destruction of government institutions, includ-
ing teacher training colleges (O’Malley, 2010; World Bank, 2005). As a
result, education reconstruction can lead to grievances emerging over
perceived inequality in the provision of resources (Smith, 2010).

The situation may be compounded because people in post-conflict
contexts can suffer a great deal from symbolic effects. This refers to psy-
chological effects of and social experiences as a result of violent attacks

(O’Malley, 2010). These violent attacks can result in high levels of fear
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and anxiety for students during the course of conflict, which can have a
negative impact on learning (O’Malley, 2010; Seitz, 2004; World Bank,
2005). Teachers and education officials may also experience negative psy-
chological effects as a result of loss of relatives, colleagues and students
during conflict. This situation can, in turn, affect the way teaching is

conducted (O’Malley, 2010).

Approaches to Education Reconstruction
in Post-conflict Contexts

Given the pervasive impact of conflict, education systems need to be
resilient and incorporate policies and strategies that address broad social
reconstruction and transformation initiatives, from building peace and
social cohesion, to facilitating economic recovery and getting the country
on to an accelerated development path (Justino, 2014; Smith, 2010;
Weinstein, Freedman, & Hughson, 2007; World Bank, 2005). To this
end, the World Bank (2005) provided a framework for approaching the
reconstruction of education in such challenging situations. The frame-
work emphasises the undertaking of the following:

* Sound policies and committed leadership at the country level, sup-
ported by appropriate expenditure frameworks, effective budget execu-
tion, and good governance;

* Adequate operational capacity at all levels, including capacity of com-
munities to participate effectively, and the right incentives so that
countries can translate sound policies and strong leadership into effec-
tive action;

¢ Financial resources to scale up programmes that work and measures to
ensure that these reach the services delivery level;

* Relentless focus on results and accountability for learning and out-
comes, so that policies and programmes are built on the bases of empir-
ical evidence of problems and solutions that work. (World Bank, 2005,
p- 30)

If successfully addressed, these could help post-conflict countries to
achieve a rapid expansion of education provision and, in particular, pri-
mary school education.
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Studies also point to specific areas of education policy and practice in
post-conflict contexts that require special attention. One area is that of
physical reconstruction. This refers to such matters as the construction of
education facilities, engaging in emergency repair strategies, providing
for needs associated with refugee education, and solving issues to do with
landmine safety (Arnhold, Bekker, Kersh, McLeish, & Phillips, 1996;
Justino, 2014; O’Malley, 2010; Smith, 2010; World Bank, 2005).
Reconstruction could provide a sense of normalcy and encourage chil-
dren and teachers to return to school. Also, good governance of educa-
tion systems could provide an important pathway to achieving equity,
inclusion and social cohesion (Smith, 2010; World Bank, 2005). It
should include encouraging responsible control of education systems,
adopting transparent practices for funding, procurement and employ-
ment, and promoting accountability and ownership (Smith, 2010; World
Bank, 2005).

Another area of post-conflict education reconstruction is concerned
with identity factors important for understanding conflict (Arnhold
et al., 1996; Bush & Saltarelli, 2000; Davies, 2005; Smith, 2010). Given
that education can generate conflict, special consideration should be
given to aspects of education that are closely linked to identity formation.
In particular, four aspects warrant attention. These are separate school-
ing, language policies, faith-based education, and civic and citizenship
education (Bush & Saltarelli, 2000; Davies, 2005; Smith, 2005). If suc-
cessfully developed and implemented, these aspects of education could
promote positive values of tolerance and respect for diversity, inclusive-
ness, and peace building.

A further area of education reconstruction that requires special atten-
tion relates to the curriculum (Arnhold et al., 1996; O’Malley, 2010;
Smith, 2010; UNESCO, 2011; World Bank, 2005). This can require
strong and clear political leadership, authentic consultation and consider-
able technical expertise (World Bank, 2005). Therefore, comprehensive
training is critical for relevant education stakeholders, including teachers.
The focus should be on learning activities, teaching approaches, and
resources. On this, Smith (2010) indicated that education reform fre-
quently pays particular attention to three factors, namely modernising
the curriculum, replacing existing textbooks, and improving the quality
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of teaching through improved teaching approaches and investment in
teacher education. In addition, the curriculum should promote the teach-
ing of history and the role of peace education and democracy, and address
issues associated with loss of morale and confidence, as well as those asso-
ciated with depression and trauma (Brown, 2011; Smith, 2005;
UNESCO, 2011; Weinstein et al., 2007; World Bank, 2005). Some
researchers also suggest that the area should be combined with identity
reconstruction in the curriculum (Weinstein et al., 2007).

Yet another area of reconstruction in post-conflict education that
warrants careful attention is concerned with teachers and teacher edu-
cation. Teachers play a most important role in education reconstruction
and especially in determining the quality of learning (Smith, 2010;
World Bank, 2005). In particular, they can have an impact on values
and thus make a significant contribution to constructing social identity.
Therefore, education reconstruction should strive to promote the status
of teaching within society by addressing issues relating to qualifications,
teacher preparation and development, rates of pay, and terms and con-
ditions of employment (Smith, 2010; World Bank, 2005). It should
also focus on issues associated with diversity-sensitive recruitment and
deployment by ensuring there is adequate recruitment of male and
female teachers from different ethnic groups, where relevant, and an
adequate supply of teachers (O’Malley, 2010; Smith, 2010; World
Bank, 2005).

Notwithstanding the great efforts shown by post-conflict governments
and the international community in reconstructing education, some
researchers have argued that education reconstruction in post-conflict
settings can lack sensitivity to local issues when education proposals are
being introduced (O’Malley, 2010; Weinstein et al., 2007). The needs
and voices of the most affected groups, including children, parents, teach-
ers and school leaders, are often not sufficiently reflected in associated
education development plans (Weinstein et al., 2007). The content of the
curriculum and the teaching approaches proposed may not, as a result,
address the practical concerns of key stakeholders. In this connection, it
has been concluded that the absence of stakeholder representation at
meetings on important policy initiatives can be a factor contributing to a

failure to achieve Education for All (EFA) (World Bank, 2005).
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The reconstruction of education in post-conflict societies is also often
more informed by theoretical assumptions than by rigorous research-
based evidence (Paulson & Rappleye, 2007; Tomlinson & Benefield,
2005). This can mean that those paying attention to theoretical positions
do not consider the situation where education projects are being exe-
cuted. Also, those paying attention to practical insights often ignore the
theoretical positions which could provide guidance in the formation and
execution of education reconstruction. Therefore, more critically-
informed and policy-relevant research in this emerging area of inquiry is
desirable (Davies, 2005; Novelli & Lopes Cardozo, 2008; Paulson, 2011;
Paulson & Rappleye, 2007).

The literature further indicates that priority is often given to the
reconstruction of basic education over other levels of education
(Buckland, 2006; World Bank, 2005). This raises concern about the
need to ensure balanced development of education systems by equally
supporting the reconstruction of secondary school education, and tech-
nical, vocational and adult education (World Bank, 2005). There is
sometimes also a lack of opportunity for children and youth whose
education was interrupted during conflict to return to school (Justino,
2014; World Bank, 2005). This calls for an expansion of education
beyond basic formal education. Accordingly, those influencing educa-
tion reconstruction could advocate for the implementation of non-for-
mal education to provide social training programmes and life skills’
training for youth so that they can participate in economic activities

(Justino, 2014).

Portrait of School Leadership in Post-conflict Contexts

School leaders in post-conflict contexts work under extraordinarily chal-
lenging circumstances in their day-to-day work. Clarke and O’Donoghue
(2013b) have focused on three main learning agendas in seeking to por-
tray the complexities and challenges involved. These are ‘organisational
learning’, ‘teacher learning’ and ‘student learning’. Each of these areas is
now considered.
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Organisational Learning

A number of factors have influenced the way in which leaders at the indi-
vidual school level in post-conflict contexts operate their organisational
learning agenda. The first relates to the external environment. Clarke and
O’Donoghue (2013b) indicate that school leaders tend to exercise their
leadership within the parameters of the broad education system. This
determines what they can do within their schools to deal with the turbu-
lent circumstances that characterise post-conflict contexts. Some studies
illustrate that school leaders in post-conflict countries have limited dis-
cretion and inclination to lead and manage their schools. Maebuta
(2013), for example, reports that school leaders in the Solomon Islands
work in a dysfunctional education system which constrains their ability
to deal with challenges resulting from ethnic conflict in the country.

Davies (2013) illustrates how school leaders in Angola have struggled
to promote the capacity of their schools and communities in an education
system which has been influenced by political and economic inequality
and a widespread culture of corruption. She points especially to the cor-
ruption involved in the use of oil and other resources, by the government
and to political tensions around this that have developed over many years,
all of which have a negative influence on the education system in the
country. Datoo and Johnson (2013) explored the complexity of school
leadership following the post-2007 election violence in Kenya, which
changed the way in which education in the country operates. School
leaders had to face a wide range of challenges, including the displacement
of students and teachers, a need for trained counsellors, and very limited
resources.

Another factor that can constrain the exercise of leadership at the indi-
vidual school level in post-conflict contexts is the school-specific situa-
tion. The challenge here is with “providing the appropriate conditions
and opportunities for bringing to fruition the hidden capital of everyone
associated with the organisation” (Clarke & O’Donoghue, 2013b,
p. 194). There is also the importance of school culture, which can either
promote or impede school improvement plans. Datoo and Johnson
(2013), for instance, indicate that school leaders in Kenya have striven to
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challenge cultural issues concerning ethnic tension, fear, aggression, and
prejudice. This situation is similar to that in the Solomon Islands. In this
context, Maebuta (2013) has reported that school leaders in multi-ethnic
schools fear the return of ethnic violence and thus community gatherings
are avoided. Such a situation can have a very negative impact on school-
ing, resulting in low and uneven access to education, high levels of stu-
dent dropout, and low levels of learning achievement (Maebuta, 2013).

Lack of basic physical infrastructure can also limit the capacity of
school leaders in post-conflict contexts to create a productive organisa-
tional learning agenda (Clarke & O’Donoghue, 2013b). For example,
Beck and Araujo (2013) indicate that schools in Timor-Leste largely
depend on outside agencies for the provision of all their needs, ranging
from buildings to basic classroom materials and facilities, including desks,
chairs, blackboards, and chalk. These authors emphasised that school
leaders are challenged by “inadequate sanitation, lack of basic furniture,
poor playing areas and an absence of technological resources that would
help them to provide a more holistic education for their students” (Beck
& Araujo, 2013, p. 171). A similar situation is found in Sri Lanka, a
post-conflict, as well as a post-tsunami nation. Here, as Earnest (2013)
has reported, school buildings are not equipped with such basic resources
as water, latrines and sanitation facilities. In the case of post-conflict
Lebanon, Maadad (2013) has noted that school leaders work in very
challenging circumstances, as evidenced by a lack of basic classroom facil-
ities, including desks, chairs, and blackboards.

Teacher Learning

The organisational learning agenda can shape the development of the
professional and intellectual capacities of teachers. On this, Clarke and
O’Donoghue (2013b) note that discussion on teacher learning in post-
conflict contexts needs to be conducted by considering both the macro-
level of the education system and the micro-level of the school. As stated
already, education systems in post-conflict settings can experience a
shortage of trained teachers and an oversupply of under-qualified teach-
ers who often experience psychological trauma as a result of conflict
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(Buckland, 2006; Clarke & O’Donoghue, 2013b; UNESCO, 2011;
World Bank, 2005). Further, they may work under such challenging cir-
cumstances as a lack of proper physical buildings, classrooms, classroom
resources, electricity, drinking water, internet, and basic amenities
(MacBeath & Swatfheld, 2013). The situation is often exacerbated by the
low level of salaries, leaving some teachers with no option but to seek a
second source of income.

School leaders can also play a crucial role in creating an environment
that is conducive to the professional and intellectual development of
teachers. While recognising the importance of teacher professionalism in
the provision of quality education in Angola, Davies (2013) points out
that school leaders in this context have struggled to promote an under-
standing of the importance of professionalism among teachers and to
keep them motivated. She highlights that efforts have been constrained by
such teacher-related factors as high absenteeism, sexual harassment,
drunkenness, corruption, and the long distances between teachers’ homes
and their schools (Davies, 2013). Maadad (2013) also offered an insight
into teacher professionalism in Lebanon, stating that school leaders in this
context have struggled to provide support for teachers who have difficul-
ties in adopting the learner-centred approaches recommended in the
school curriculum. On post-conflict Timor-Leste, Beck and Araujo (2013)
have indicated that teachers are often absent from school and tend largely
to teach their students using exclusively teacher-centred approaches.

Student Learning

Students’ learning in post-conflict contexts can be constrained as a result
of their experience of trauma associated with psychological and physical
abuse during conflict (Clarke & O’Donoghue, 2013b; O’Malley, 2010;
Seitz, 2004; UNESCO, 2011; World Bank, 2005). Maadad (2013), for
example, has explained as follows how war in Lebanon left many people,
and especially students, psychologically traumatised:

An entire society still lives in denial. Some do not talk about what hap-
pened, some are afraid to return to their villages and original homes and
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some are disabled physically and scared. Others are still grieving the loss of
family members, friends and neighbours, and others yet again are refusing
to even step outside of their homes. (p. 134)

This observation concurs with that of Earnest (2013), who reported that
the impact of conflict and a tsunami in Sri Lanka placed many students
in difficult situations, including displacement, loss of family, physical
abuses, exploitation and violence. She also highlighted the difficulty that
school leaders can face in reintegrating former child soldiers into the
schooling system.

While many students in post-conflict contexts have suffered from
psychological trauma, little psychological support has been available for
them to deal with it. On this, Maadad (2013) indicated that many
learners and teachers in Lebanon who were traumatised did not receive
any counselling. Similarly, Datoo and Johnson (2013) have reported
that some school principals in Kenya were not even able to recognise
the psychological effects of conflict on students and teachers. The lack
of such awareness, compounded by a shortage of resources and support
from relevant authorities, can result in associated issues being unre-
solved. This situation, in turn, can contribute to generating a hostile
learning environment that may encourage violence, misbehaviour, and
humiliation.

Educational Leadership in Post-conflict
Cambodia

A considerable number of empirical studies have focused on education in
post-conflict Cambodia. In regard to this body of work, Ayres (1999,
2003) has provided insightful commentary, with a specific emphasis on
the crisis of education in the country. In particular, he examined the dis-
parity between the education system and the economic, political, and
cultural contexts. Clayton (2002) examined foreign language policy in
the country, explaining the widespread use of the English language in
Cambodia, alongside French efforts to counteract its spread in favour of
French. Dy and Ninomiya (2003) reviewed education policies and strate-
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gies to explain the progress and challenges of basic education develop-
ment and change in Cambodia in the 1990s.

Chhinh and Dy (2009) investigated the context of education change
and associated processes at the basic education level in Cambodia. Their
findings indicated that the government made significant progress, in pro-
viding physical infrastructure and access to education. However, they also
indicated a lack of political will and commitment to allocate an adequate
budget for education development, with the result that the quality of
education suffered (Chhinh & Dy, 2009). Keng (2009) also reported on
the failure of the government to take seriously the official comprehensive
education change-agenda in order to improve the quality of education.
Further, while acknowledging the efforts of government to implement
the three education priorities, namely, ensuring equitable access to educa-
tion, increasing the quality and efficiency of education, and promoting
institutional development and capacity building for decentralisation, Tan
(2007) reported a number of barriers related to low enrolment, high
dropout rates, and high repetition rates. These include the high cost of
schooling, unofhicial school fees, lack of transparency, and lack of
accountability.

Very few empirical studies with a specific focus on educational leader-
ship in the post-conflict era, however, have been undertaken in Cambodia.
Shoraku (2006) conducted a study aimed at generating an understanding
of the impact that culture has had on education change in the public
schools. Lim (2008) investigated the extent to which secondary school
principals in Phnom Penh used instructional practices in their daily
school operations. More recently, Long (2014) assessed the leadership
development needs of school principals and deputy principals at the pri-
mary school level. The next chapter is one of the three chapters presented
in relation to a major related study conducted by the current authors.
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