‘{ UNIVERSITY OF

" KWAZULU-NATAL

/e INYUVES|
VN YAKWAZULU-NATALI

School Pri nci p @esgeilLeddership Baveloprdent #athivays:

Evidence fromOne District of KwaZulu -Natal, South Africa

By
Ezeonwuachusi Nnenna Fidelia

209533568

Submitted in fulfilment of the requirements for the degree of

Doctor of Philosophy

Discipline of Education Leadership, Management and Policy

School of Education

University of KwaZulu -Natal

Supervisor

Professor V. Chikoko

2020



ABSTRACT

The quality of school reforms and | earner per
leadership development, which elicits both anxiety and concern, as evidenced by studies on
educational improvements which emphasise the impact of schootrdbgu on learner
performance. Thus, how best to prepare school principals as school leaders and determine their
leadership development pathways are concerns that continue to be on the education agenda of

many countries.

Using the context of one school wlist in South Africa, this qualitative study explores school
principal sdéd | eadership development, |l ooki ng a

of desired leadership development, and drawing on the perspective of practice context.

The study ppl i ed a complementarity of framewor k
(1978) sociocultural theory focusing on the concepts of Zone of Proximal Development and
more knowledgeabl e other, Knowl es 6 (Based 0) Th
Theoryby Kretzmann and McKnight (1993).

The study was positioned within the interpretivist paradigm, adopting a qualitative approach and
a case study design. The data generation methods werstsectired individual interviews and

focus group interviews.

Majorf i ndi ngs revealed that firstly, school pri
involves training and supporting them in relevant, not just generic, leadership skills and
knowl edge. Secondl vy, targeting ¢ Bheuldsnclide o | pr
programmes that aim to meet individual and unique needs. Thirdly, their desired leadership
development included individualised leadership training, and leadership training using inputs

from the experiences of the school principals.
The staly concludes by highlighting on the lessons learnt, including:

1. Leadership development of school principals needs to be contextually problematised and

understood.



2. School leaders desire to take responsibilities for their own learning; setting the objatives
determining what to take away from the learning.

3. Varying approaches to school leadership development provisions includsite draining
are desirable to school principals.

4. Whil e school |l eadersd desired areas of | eade
outlined in the Iliterature, w htleesubjectsof thetr v ar i
|l eader shiop d ev el o pimbenprogcessésuadf proviting ehl@ddership

development.
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CHAPTER ONE
ORIENTATION OF THE STUDY

1.1 Introduction

ChapterOneintroduces the research study. The study examines school pridgipalsived and
desired leadership development pathways within a distritherKwaZulu-Natal province of
South Africa. The discussion on the background and context of the study follows the
introduction. It moves on to outline the statement of the proltieenrationale for the study, the
objectives of the study and the critical research questions that guidédapterOne further
presents the structure and orgation of the research report and ends with a summary of the

chapter.
1.2  Background and Context of theStudy

School leadership has become an important area of research (Bush & Heystek, 2006). The
discussion of school leadership and leadership developiightights the significance of
development of school princigah terms @ leadership pathways and development programmes

that equip them for their roles. In both developing and the developed countries, effective school
leadership and management are increasingly becoming vital for successful provisiamiofy
opportunitiesfor students and for school improvement (Boerema, 2011; Bush, 2011; Marginson

& Sawir, 2006). The way to best prepare school principals as school leaders and what their
leadership development pathwastsould beare concerns that continue to be on the eihrca

agenda omanycountri es. School principal sd | eader sh
on the agenda for most local and global education stakeholders (Odhiambo & Hii, 2012). The
concernand i nterest t hat school t ghatd arecpenmhaps 806 | e a
unexpected, particularly given the growingly litletweenschool leadershi@nd quality of

school reforms (Drysdale, Goode & Gurr, 2009), learner performance (Hallinger & Heck, 2010;
Robinson, Lloyd, & Rowe, 2008) and school impement (Marks & Printy, 2003). Studies on
educational improvements havalso emphased the impact of chool leadershipon school

academic performanceLdithwood Louis, Anderson & Wahlstrom, 2004 Bush, 2009).

Moreover, as Fullan (2008) rightly suggests school leadership role has continued to change



over time. For instance, the relef school leaders have become more demandeguiring

them to become inclusive educational leeleompared to historicallybeing just school

manages (Bush, Kiggundu &Moorod, 2011 Naicker & Naidoo, 2014). This observatjon

according to Mestry and Singh, (2007, p. 4i18mp |l i es t hat MfAschool prinec
development, parent involvement, community support, student growth, and respond to major
changesmd trendso. Accor di ngl yleadeBhipspneparat@rd and ) co
development for school principals cannot be tiefgeneralised leadership trainingstead there

is a specificneed to considehe role of school principals as leaders who hawrejor influence

on intended educatiahoutcomes in schools.

In South Africa, poor learner achievements coupled with the desitheoDepartment of

Education DoE) to increase the numbers in termspefformance of learners and increasing the
capacity of schools for successful outcorhasled to the criticakcrutiny of theperformance of

school principals themselves as school leaders (The Star, 2007kcTitiey prompts ongoing
discussions on whaeadership development pathways school princigiadsildfollow, given the

backdrop of concerns that the practice of appointing school pringapaédy on thebasisof
educational qualifications and classroom teaching experisndeficient (Naicker &Naidoo

2014) There is an argument that notwithstanding the efforts to cope in the role, experience and
excellence in teaching, academic and professional qualifications are neither valid indicators of
ability of school principals to successfully deliver sthool management and leadership tasks,

nor predictors oftheir effectiveness through leadership developm&waZulu-Natal DoE,
2008).Increased concerns and anxiety to i mprove t
to achieve expected outcomes school leadergprobably account for school leadership
development programmes mushrangiacross provinces and districts in South Africa with

myriad provisions and providertgadingt o s c hool principal sdé | eade
many things at orec(lbara, 2014).

Yet studies suggest that school principals tend to perceive the school leadership development
programmes being provided as not focused on their leadership development needs (Mathibe,
2007). In order to be relevant and outcome basgtholleadership development needs of school
principals, probably need to be further exploretd understand what school principals see as

leadership development and their desiresstidroolleadership developmentionethelesshere

2



is also the needo contextuabes c h o o | principal sdéd | eadership
situations Chikoko, Naicker & Mthiyang2014 PiggotIrvine, Howse & Richard, 2013).

South Africa is a countrpf historical complexities, manifesd in its uneven school system
(Bush, 2011). South African schools still reflect 4894 vestiges of good armbor models

often expressed in the form ek-model C schools, which means performing sch@oisst
commonly found in previously #dAwhi tuensparenh!| yo s
community) and township schools, which means underperformamgl other labelsQoetzee,
2014 Roodt, 201). Disparities exist not only in the structure and administration of schools but
also in the domain of practice (Msila & Mtshali, 201These historical reflections also speak to
the school performance of these schools as casedoreflected most strongly bihe contrasts

in nationalmatric exams result¢Coetzee, 2014; Roodt, 2011t is perhaps not surprising, that
while school leadship issignificantto school improvemenand performancehe contextof a
school, whetheit is dysfunctional and undeesourced, or emodel C that is functional and
well-resourced, orschools between the two extremegetermines to a large extent how

leadership is problematd understood and enacted

Research orschool leadershiglevelopment inSouth Africa tend to suggest three important

facets: ) School leadership development programmes are fragmented across provinces and
between providergMathibe, 2007; Van der Westhuizen, 1991), which underscores lack of
coherence in understanding of ;2)cameedforsghool nci pa
leadership development to draw on practice experiencessarmbmmunities of practice (CoPs)

that involve making use of district support and carefully selected mentors to help achieve desired
objectives (Mathibe, 2007; Naicker, Chikoko & Mthiyane, 2014), which imply understanding
school principal sd percept i stmasd3)aurrentappwaches ne e d
and content of school leadership development programmes are heavily influenced by
international literature that stre&ssgeneric and standdsgéd methodologies that might not be
attainable in the complexities of South Africanhools Bush, et al.,2011, Ngcobo, 201p

However, whié there is concern and interest, both in practice and research, among school
stakeholders and school leadership scholars I mproving S leddeysbip prior
development in South Africat, is necessary that thenicesof the school principals themselves

arenot missingfrom the discussion.



It is equally necessary to see in the literature that context chasastie school leadership
discourse (Christie, 2010). Context is perhaps a critigelof that cannot be overlooked in
understanding the school p their teaderphgp devedopnpeptrinc e p t i
the context of the school policy framework in South Afrithe management roles and
responsibilities of principals are ey defined as described belowlowever, school leadership

remains a challenge given that it needs to be understood in terms of how school leaders
experience and resportd the dayto-day running of their schools. But, order to do so, it is
importantto also ask what their desired leadership development patlanays

School policy documents lik&Vhite Papers 1 and 2 (DoE, 1994 and 1996a), the National
Education Policy Act (NEPA) andhé South African Schools Act A, 1996) (DoE, 1996b/c),

as well as pvincial legislationhave been in existence ahd/e created an agenda for a school

based system of management. However, these policy instruments primaiilwitleassues of

core curriculum and assessment, norms and standards for funding (DoE, 199&jydtityh

assurance to ensure redress of past practices, and improved access to quality schooling for all.
Yet, according to Moloi (2007, p. 470), the NatiomE, in response to school leadership
developmentnes acknowl edged that the fiexisting man:
been cost effective or efficient in leadership development management and leadershipocapacity

The acknowledgement furtheonceddt hat school |l eadership Askil |
transformation process or in enabling policie
were lacking (Moloi, 2007 p. 470). Whereas this acknowledgemestmade aboutl4 years
ago,whether it can be assumed that it clarifies what exactly the education system now expects of
school principals in terms of their rola management and leadership of schools is unclear.
However, what remains clear is that at the time of the first denetattions, the government

did not prioritse theprofessionasation of school principals, but instead focused on governance

in schools Van der Westhuizen and Van Vuuren (1997) explathat issues of governance and
management started to become anast®r educational poliegakersand administrators when

they were about questions around the qualification base of positions. Although there was no
formal qualification for principals at the time, most principals chose to do a postgraduate
programme taaisetheir basic qualifications in view of their position and role. Yet there was
growing recognition that beyond scaling apademic and professional qualification of school

principals skils training that focusd on improvng school practices was needé&kespite this
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recognition, it is significant to note that evewow there is still no formal training for the

leadership development school principals

In 2015, theprofessionasation of principalship policy known as the South African Standard for
School Leadership (SASSL) was approved by the Council of Education Ministers (CEM). The
policy was submitted to the Performance Monitoring and Evaluation unit in the Presidency to
undergo a 8cio-Economic Impact Assessment and Quality Assessment, and subsequently
gazettd on 18 March2016 The aim was to provide detailed and weltlescribedrole for
principals, establish what mxpecté from principals, andestablishkey areas othe role ofa
principal (Moloi, 2007). According to Sullivan, (2013, p 31) thislicy

suggests the need for an adjusted set of knowledge, skills and competencies for school
leadership, away from the bureaucratic gost orientation of the apartheid system,
towardsa more active, engaged role in securing developmental outcomes and accounting
upwards to governmenhd outwards to governing bodies

This new document s@& motion new leadership development pathways for school principals

This is because it became ohwsothat even with the existence of different development
approaches, and the inception of tAdvanced Certificate in Education (ACE), which was
introduced as a school management and leadership upgrade programme for school principals,
performance and dekvy of school principals in terms of expected outcomes was seen to be
poor inthe majority of schools (Bush et al., 201\Walker, 2017J. Furthermore, in view of the

need to consider improvement of leadership capacity throughatticetraining for school
principals, thefiwhab, fihowo and fiwherd o f school principalsd | ea
programmes become not just a pertinent queshat importantly one that h&s be contextually
problematsed This is because effective leadership is vital to theeesful running of a school

(Bush et al.,2011). How effective a school principal may be might depend orothiser

efficiency at practices such as prigiitg, scheduling and orgasationof work (Meador, 2018).

Leadership development is seeriraportant for preparing school principals as leaders to deliver
on outcomes that include improving schools #mdeting teaching and learnirf§ush et al
2011). School principals are seen to influence all facets of school education, and irrespective of

capacity they are to discharge responsibilities and initiatives assigned toTiherafore, there



areincreasing efforts towards strengthening school principals as leaders to enhance teaching and
learning, teacher motivation, learner performance, andadade a conducive environment for

learning and interaction with the broader school community.

In view of thedemanding and changing role$ school leaders, leadership central to the
concerns ofpolicymakersas well as stakeholders and leadership agezt (Huber, 2004). In
support of this view, Naicker and Naidoo (2014) and Boerema, (2011) affirm that the ways
school principals are prepared and developed in their leadership role are increasingly of interest
to education leadership developers. Msilad aktshali (2011) suggest that both plgor
performing and effectivg performing school principals need further development to improve
and to sustain their practice. Fullan (198dguel that school improvements depend significantly

on quality learning expences onschool management team&ccordingly, Williams (2013)
contends that successful leadership development initiatives make a diffespecgallyon the

difficult aspects of thechool principais job. He further argues that good leaders need ¢orbe
masters of themselves before they can attempt to be masters of anything else (Williams 2013),
which emphasiesthe need for leadership development to be informed on desired pathways of
the school principals. Similarly, Gardner (1990) argues thaintpsrtant to promote leadership
development through opportunities that allow potential leaders to learn through experience. This
suggests that giving the principals ttleanceto decide on their leadership development needs
and to enact leadership develognt through leadership learning experiences mean that huge
consideration is given to the variations that define their leadership experiences and contexts, and
the challenges of their role as school leaders. This is also supported by Christie (2010) who
highlighted the importance of considering contextual factors, cultural influences, community and

parent al expectations in the provision of sch

School leadership is seen as important given that it bringsphnighty to capacity building in

leadership development (Chikoko, Naicker & Mthiyane, 2011). Capacity bujldaogrding to
James, (2002, p . 6 ) i's fAan o sayoms and) soqetiee e s s 0
improve and adapt to changes aroural thd his implies that if capacity building is a process,

learning must be at the forefront of that process. It is through learning (leadership development)

that school principals come to see themselves, their roles and situationstieihicontext in

different ways(Kirk & Shutte, 2004) as effective leaders. Accordingly, Naickeml. (2014, p.
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421) emphase t hat Al eadership devel opment has beco

|l eader so.

In South African schools there is increasing demand ffecteve schol leaders Bush et al.,

201Z Ngcobo, 201 which suggests the need for improved sclpowicipalabilities through
pipelines of appropriate leadership development programmes. However, in considering the
expanded role and the additional responsibilities imposed on school principals, beyond effective
management of schools, the need for leadership al@went is equally a priority in order for
schoolprincipals to have the necessary skills to deal with other difficulties beyond management,
both within the context of practidesues and broader issues in a glisedl world (Eacott &
Asuga, 2013).

The Sout African education system acknowledges radical global changes that necessitate
improved school leadership competencies and skills of school principals (Ngcobo, 2012). This
assertion makes school principal sé  Ucatiarder s hi
agenda. Williams (2013) affirms that schools are becoming sitedrdsticchange, and school

principals are working under the madtallengingconditions. However, Bush, (2009) ¢ends

that the main purpose téadership development is éguip school leaders with moreffective

skills, thus developing leaders will lead to school principalslity to perform ata competitive

level and have the knowledge, skills and disposition to meetnthkifacetedchallenges of
schoolsbeyondtoday (OtungaSerem & Kindiki, 2008). According to Otunga, et.al. (2008,
p.371), ifschool principals in South Africa hayv
an environment that c o uflwdgolbetledboveamssartionselereisv e s
then the need for provision of developmental pathway, which will enable school principals
understand their role better, cope with the numerous and changing demands of the role and
manage their schootompetitivdy. Therefore, there is an imperative forprovementof school

principals in South Africa as leaders in ways that ensure they have the leadership ability to

impact change and influence school improvement.

However, whik recognsingthis imperative, Bush and Oduro (2Q00Bloorosi and Bush, (201
arnd Eacott and Asuga (2013) warn that African nations should discontinue the importation of

leadership development progransrgeveloped for different contexts. Instead, in developing



leadership programmegfrica should draw from the present contexts and rieeds of the

school principalsdthoughit can be argued that imported leadership development programmes

are desirable iterms of positioning for the school principals to compete on a global scale. Yet it

can be argued that there is need to developranoges that will cemon t he princi
localised knowledge, experiences, values and histories, and that iggotheir leadership

developmental needs in relation to these to be appropriately positioned for their role

Thus, the three key drivers dii$ research study were drawn from inferences ftoeabove
suggested important faceisschool leadership development in South Afriwhich arethelack

of coherence in understandingf school p r i n c legderdhip @evelopment, the school

p r i n cperpeptiors 6f their need within their own context, and the need to examine desires of
school principals regardingchool leadership developmepathways.The main driverof the
researchstudy was tounderstand what school principals perceive and experiascschool
leadership development. Given a substantial amount of school leadership development work in
the literature,there seems to be significant lack of interrogation into schooleadership
developmentheories and methodologies fran understandmof thenuancesandcomplexities

of schoolleadership developmeptacticesn South Africa. This study considered it important to
interrogate dominant discourses, particularly in illustrating experiences and perception of

schoolprincipalstowards tleir leadership development.
1.3  Statement of theResearch Poblem

Research oteadership developmenf school principals poistto the difficulty of generalsing

how the principalgskills will be developed because of the variations in situations, racial and
gender differences, cultural and belief systems, individual needs and various contexts of practice
(Burgoyne, Hirsh & Williams, 2004; Bush & Oduro 20@hikoko, et al., 2014Eacdt & Asuga

2013 School leadership research also suggests that the design of any leadership development
programme shoulthke into account structural features suckvel-definedpurposecurriculum
coherenceand cultural features including rituals, symbolsl aalues Ksila & Mtshali, 2011
Pashiadis & Brauckmann, 2009Peterson, 2002 Since thequality of leadershipf a school

plays asignificant role in its improvemer{iMsila & Mtshali, 2011), it follows that there is the



need to improve the school pripca | 6 s | e ad e r sdlevaptcostdxti ahdlagpropriate o u g h

leadership development.

The questions of what typ# leadership development programnties school principalshould

be receiving,the regularity of such programmes, who determines and pewithetype of the

|l eadership devel opment programmes and what in
and practices théeadership development programmes have, are critical in probsimgetie

issues os c ho ol | eader s hi peaderskip development anypgivenrcantexp al s 6
(Bush et al., 2011Kgwete, 205; Mat hi be, 2007) . This is to s
leadership development programme is more likely to have an impact on how the principals enact
their leadership roles iit is grounded in the realities of their context and needs rather than
borrowed from elsewheiiefor example prescribed and modelled after developed countries. Yet

there seem to be little evidence of leadership development prograamehéise features thate

determined andr decided upon and grounded in the realities and complexities that chaeacteri

developmental needs of the South Afriszhool principal

In South Africa school leadership developmesgems fragmenteahdnot adequately connected

to leadership needs of school principals (Ibara, 2014; Mathibe, 2007). This is partly because of

the lack of coherent and articulate programmes of school leadership development that cut across
the spectrum of the school (s inithe cnanp and differing e ad e r
s ¢ h ocortegt®h The current practices mean that different agencies and governmental providers

al |l have their own school principal sdé | eaders
implication of this is that differenprincipals have beeninvolved or engaged in different
leadership development programmes. This equally mieisthere is a lack of uniformity in
responding to the challenges of leadership development the school principals face in their
different schoolswhich raises the issue of equity and fairnésgain, despite being inundated

with provision and providers, it is not clear whether the different programmes being provided are
initiated, designed and implemented with adequetegnition given to the princpal s & act u
needs for successful leadership roles in their different schools. However, what is known is that

for nearly a century, theoretical and spas@l training of school principals has been a practice

that tops the education agenda of most coest@nd continue to remain a crucialmgan their
deliberationsBush et al., 2011



Bushand Oduro (2006p. 362) commerthatit hr oughout Africa, there i
for principals to beThismayiba edausa teears cohconpllsoryna n a g €
and specific qualifications for the role of school principal. However, as an alternative they are
oftenselectedbased on a successfidreeraseducatos with the implied notion that thisffersa
satisfactorystarting point for schodkeadershiprole. In South Africa, to be considerddr the

role of a school principal, emphasis is put emaluating the previously obtained training,
certificates, degree the relationship between theoretical and practical knowledge acquired and

any form of continuous professional delopment (CPD) or Hservice training received

(Sullivan, 2013). Perhaps, the emphasis put on certification and academic thastingant hat

attention may have been misplaced whereby school princ@pedsblefor certificates without

being provided with actual developmental skills to achieve desired outcomes in their schools.
DuncanHindle, the then directegeneral of the DE (DoE), oncesaid in an interviewhat as the

learners are resuming school so are the principgie (Stay January 152007, p. 1). This

comment came in the wake of poor national matric exam result®@ 20

The concerns about school leadership and learner perfornmaSceith Africa have had a long

history too. Several pleas for formal training of school principals have been made since the
1970s (Van der Westhuizen & Van Vuuren, 2007). Likewise, efforts to provide developmental
skills intheform of in-service trainig courses specifically for newly appointed school principals

were orgarsedby DoEs as early as 1967 (Boshoff, 1988y.2005, all tertiary institutiomhad

formal programmes of study educational manageme(fan der Westhuizen & Van Vuuren

2007). Yet tlere were still concerns about the quality of school leadership development for
school principals (Davis et al., 2005). The effectiveness of leadership development programmes
provided by universityased providers and other institutions weesved criticall (Davis et al.,
2005).Using the analogy ohow effectively athletes need to prepare themselves for success in
any game to compare school principal sdéd | eader
der Westhuizen and Legotlo (1996, p. 6tetha fisc h ool principals in
face the realities of transforming and implementing the new educational policies, enshrined in
the White Paper 1 and 2 on Education and Traininge([1996) with little preparation and no

specific guidelinesfomanagi ng t his transformati ono.
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Yet, even though it is obvious thatSouth Africa school principalag behindschool principals

in Westerncountries like the USA and UK training and certificatioiMathibe, 2007 Van der
Westhuizen & Van Vuuren 20)7t is perhaps overlookethatthey also may not have certain
competencies and skills to deal with p&ystemic and contexelated challenges of their
schools. Despit¢he efforts to improve, lack of developmental pathways for school principals
that acord with a national framework that ensures standatidn of leadership development
across the differing needs of school princippésea major stumbling block in addressing
challenges of school leadership in South Africa

Thechallengingguestions stamvith what theleadership development needs of school principals

are; howt hese are determined,; what t he school pr
school leadership are in the development programenses what they want to see happen in

terms of tleir leadership development. Exploring answers to these fundamental questions
demandghat the voices of school principals themselves on their school leadership development,

be heard. I n so doing, consider at i angs, thewuw st be
experiences, and their desires for school leadership development from the perspective of practice
context. However, there seems to be no evidence in the literature of South African school
principal sd perspecti ve $redteadership developmerd pathwagse r c e i
are seen to be from their own voices and drawing on practice context. This qualitative case study
research contributes to closing this gap by exploring selected school principals perceived and
desired leadership develoent pathways.

1.4  Research Objectives
The researchhjectivesof this studywere:

1. Toexplaintheselected school princip@landerstanding of school leadership development

2. To examine and outline the desired schiealdership developmemif the selectedschool
principals

3. To analyse why the selected school principals desire the school leadership development

pathwaysand
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4. To discusgheimplications of desired schotdadership developmenf the selectedchool
principalsand what lessonsan belearntfor leadership developmenf school principalsn
South Africa

1.5 ResearchQuestions
The five research questions this study sought to answer were

1. What do the selected school principals understand as school leadership development?

2. How have the school prirgals experienced leadership development in the past?

3. What leadership development pathways do the school principals desire gndowhey
desire these pathways

4. What can be learnt regarding leadership development for school principals?
1.6  The Rationalefor This Sudy

The rationag for this studystems from three fundamental motivations. Firstly, from a contextual
point of view, school principal sdéd | eadership
tendedto be dominated by concerns of how the leski@ development is and or ought to be;

with a focus on borrowing from existing/esternconceptions and models. The importance of
practice context in these discussions and related debates seems to be smothered by the
ovemwhelming concerns with theoreticahodels. As a parent of three learners in two different
schools in KwaZultNatal, and reflecting from personal practice experience as an educator who
has taught in several schools, | have been aware of some of the chakbehges principals face

in the daily management and leadership of their schoelsich are both context specific and
broadly generic in nature. Any conceptaationsof leadership development progransier

school principals must therefore be holistic, considering the specific coriteraaiice of the

school principals whé respectingglobal best practices, exemplified in théesternmodels.

Thus, in embarking on this study, one of the considerations for its relevance and importance is
the observed need for more extensive researdhlore s ¢ h o o leadgrship decelopment s 6
that focugs on the context of their practice, using what #@hool principals have to say
themselves about their leadership development. Secoledigership development of school

principals is supposed to hgart of their personal development plans, which connects with
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professional and personal aspirations to perform in their role as school |&ddeefore, from

the personal developmermgoint of view, this study is motivated by the importance of
understanding school leadershigevelopment from individuals given that leadership
development programmes are to influence their experiences and impact on their skills, attitudes
and ability to cope wittchallenges of their role as school principals, bgdextension impact
expected outcomes in their schools. Thirdigm an intellectual point of view, it was deemed
important to examine how school principals make cognitive sense of their leadership
develpment needs. It is considered that to develop school principals for their leadership roles, it
is imperativeto understandin the first place, what their school leadership development needs
are. This cannot be done from a-@vn prescriptive approach toeeting their needs, which

might result in wrong mbandmatchmodels of developmental programsn&here is need to
understand from the school principals themselves what they think they have in terms of
leadership development, and what they consider tiesds to be, and consequently what they
desire to have to meet their leadership development needs. It was therefore considered that
knowledge of school leadership development drawing on this persphetip®tential to elicit

further research interestind addto disciplinary scholarship oéducational leadership and

management in South Africa.
1.7  Significance of theStudy

The importance of this study is considered fritimee complementary prisms; context, relevance

and outcome. Firsis the prism of contexof the study, which emphassthe importance of
underpinning the school leadership development discourse and practices on contextual relevance
and the needs of the South African schools and school principals. In underscoring the need to
problematse schod leadership development within the context of school principals, Eacott and
Asuga (2013, p. 1) contend that:

African nations should discontinue the importation of leadership development
programme developed for different contexts. Instead, Africa in deprlg their
leadership development programmes should draw from the present contexts and the
needs of the school principals.
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This contention is particularly true tfe South African school system with its complexities and
differing contexts of practice, idch will make the oneizefits-all models of leadership
development programmes developed for different contextsoa fitf or t he school p
leadership development needs.

Secondis the prism of relevance, which underscores the timeliness otuhient study. In an

undated report on challenges of school principals in South African schools, Otunga, Serem and
Kindi ki called the task of s ¢ h oparticulaplyrin anci pal s
environment that has to be managed in ordadoi eve feffective schooldi
(2009) emphaskes that leadership developmeris to serve the purposef making school

principals effective leaders in their schools. Christie (2010) argues thatedolership
development programmes to be relevant for school princih&li® is need to consider variations

in different contexts of practice. Accordingly, Msila and Mtshali (2011) argue for the need for all
school principals, irrespective of performanimebe engaged in further development. Naickér

al. (2014) suggest that leadership development is relevant and topical as an area of inquiry,
particularly as a fAmeans in growing future | e
the ways schoolmpi nci pal s& | e a dsedore hBogrema]l 204dbara, p261d;n t

Naicker & Naidoo, 2014), and with the subsequent introductictme@8outh African Standard

for Principalship Policy gazetted R016, emphasis is placed iomprovingthe set of knowlede,

abilities and competences for school leadersfiperefore, a research that focusesin-depth
understanding of leadership development of school princiétsn their own context and

practice setting becomes germane and significant. This is bettapstentially contributes

insights to knowledge on the pertinent issues and critical debates on school leadership

development.

Third is the prism of outcome, which is hoped to benefit the school principals themselves, school
policymakers and scholarandresearchers in the field of school leadership and management and
contribute to knowledge in the discipline of educatianahagement and leadership. The study
provided the space for school principalsd in
terms of their understanding of their school leadership development as school principals, and in
termsof making sense of their expectations, experiences and desires. As an outcome, knowledge

derived from this study of inchietrospections @ thep r i nc i
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practicescontributes to improving the quality, type and content of leadership development
programmes for school principals in South Afritaanother waythis research studyéndings

contribute to knowledge omschool leadersp and management by closing the gap in the
literature on leadership development of school princifyal their practice context and using

their own voices. In terms of theorthis study contributto the understanding of leadership
developmenprogramame s f rom Vygotskyds (19,7d&awing®mothel a | d e
concepts oZone of Proximal Development (ZPD) andohM Knowledgeable Order (MK(Qys
complementary leest o Knowl esds (1980) timtaeofrargewaskifor a d ul t
the study as well asAssetsBasedTheory by Kretzmann and Maight (1993).

18 Researcher6s Positionality

This section declares my being; personal bearings and beliefs, experiences, expertise, insider
insights and or incidents of significance to najaide and infornthe reading of the texit
discusses my reflections on the research journey and its outcome, which helped in my

understanding and negotiation of my position in the research process.

As a parent of three learners in two different schools in a schooictistrKwaZulu-Natal

province and reflecting from personal practice experience as an educatohawhaught in

several schools, | am aware of some of the challesgheol principalsface in the daily
managementand leadershif their schools Thesechdlenges are both context specific and
broadly generic in nature. However, my personal beliefs and impact of personal life experiences
(Cruess, Cruess, Boudreau, Snell & Steinert, 2015) are mitigated in the research process as

discussed imetailin Chapter~our of this study.
1.9 Definition of Key Terms

Key terms usedor the understanding of the study are dealt with extensively in the literature
review chapter. In order to ensure a common understanding a broad definition of the key terms

used in this study igrovided below.
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1.9.1 Leadership

There is a wide range of definitions of leadership and these ddéarding to their focus on the

many different aspects of leadership. Leadership as a concept has different meanings and
interpretations. It can be gathered fréime different meanings and interpretations of leadership

that it is an obligation to be carried out, a work to be done, a mission to be accomplished and a
service to be provided. Some authors consider leadership based on style (Nanjundeswaraswamy,
& Swamy, 2014) others conceive it to have a relationship with personalities (Peltokangas, 2016),
and yet others perceive it to be ananbtrait Oi Giulioli, 2014 Gentry, et al., 2012

The central idea about leadership, according to Bush (2009), is thatptasess ofinfluence.

This analogy is based on the understanding that leadeid persuade others to seek defined
objectives enthusiastically. Thus, leadershipdefined by Christie (2010, p. 693s the
Arel ationship of igbhlusenoe doduteomed, t whart dher
Similarly, Peretomode (2012) defskeadership as the ability encourage anhspire others to

do things theywould not normally consider Khuong, Tung and Trang (2014) understand
leadership as a bond thatakes people work together. However, relevant to this study, school
leadership is seen as a dynamic concept, which espillaen school leader as someowbo
shapes the goals and inspires the actions of ofBesh, 2013; 200¥allinger & Huber, 2012
Nakpodia, 2012 Drawing on the foregoinghe term leadership in the context of this study is
defined as the ability to encourage others to work togéthshaping the goals, actions and their

ability to perform better.

1.9.2 Leadership Development

Leadership deelopment according to Nakpodia (2012, p. 96)s fit he expansi on o
capacity to be effective in leadr s hi p rol es Badend(201®) suggesstisate s 0 .
leadershipdevelopment is raintentionaland carefuly thoughtthroughprocess to helfpeaders

become more effective. Nakpodia(2012) emphasis on leadership development is on
devel oping the | eader 0 sdefirealgadecshig developPent astam mo d e
activity that boosts the effectivenessleéadership within an individual asrgansationthat is

focused on developing the leadership abilities and attitudie tfadergandividually. Similarly,

Chikoko, et al. (2011, p 317) opinethat leadershipl e vel op ment Ai's seen as
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enhances the capacity of individualsgyoups to engage effectively in leading individuals or
groupso. Leadership development can be for mal
skills of the leaders in their practice (Pont, Nus&h&loorman 2008). Drawing from the above,

a working deihition of the term leadership development in the present stdyat it is the
enablement to build or strengthen capacity and abilitprattsing principals by focusing on

school needs and challenges that are implicit in certain contexts.

1.9.3 Perceived Ladership Development

The term perceived leadership development is usdlde context of this study to refer to what

the selected school principal participants in this study understand and expextertbeir

leadership development. It includes their ecguions of how they conceptusditheir leadership
development and their actual involvement in school leadership development; their reflections on
their experiences, and the account or narrative constructs of these experiences. In other words,
perceived lader shi p devel opment connotes t he me an |

participants give to what they understand and experience presently as leadership development.

1.9.4 Desired Leadership Development

In this study, desired leadership development is useekpbain the aspirations, wishes and
expectations of the selected school principal participants regarding their school leadership
development. It refers to what the school principals would want to see in terms of the school
leadership development type, ¢tent, structure, delivery and pathway. It also refers to how their
school leadership development is determined in terms of the processes and procedures and
assessmenf the appropriateness of their school leadership development needs in the school
leaderkip practice contexts.

1.10 Organisation of the Thesis

This thesis comprises six chapters. Chagdee provides an introductiorio the thesis. It
discusses the background and context of the study, the statement of research problem, the
objectives of the studyhe research questions that guided the study, the rationale and importance
of the study, the definition of key terms used in the study, and a brief outline of thesatigani

of thesis. Chaptedne concludes with a chapter summary.
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ChapterTwo presents aeview of the literature relevant to the study. The review of literature
discusserelated studies on school leadership development and the current research and debates
on school principal 6s | eadership dewe@reseh ment

study.

Chapter Three discusses theoretical frameworks underpinning this stitdglso outlines a
conceptual frameworkbasedon the work of Williams (2014), which explains leadership
development as includingpportunities for emerging leaders be handsn, on dayto-day

challenges of through observation and participation, and by leading teams in reaogni

applying, and assessing improvementand t her ef ore argues that | e
expansion of a percstoinvbes icraplacader sthoi pb er oelfefse a
2014, p.29). Within the framework | indicated | made use of three theories which include
Vygotskys (1978) Sociocultural theory (SCT) focusing on the conceptsP@ @&hd MKO.
Kretzmann and93MsdtBasgdihi &ésr (,19and Knowl esbés (19
theory. ZPD and MKO were used to explore and identify the importance oflgsraing

mobilising assets within thecommunities; Kn o wl e s 6 Ad(ltl Beérdiryg theory
complementedlt as a lens el in understanding the processes of how adults and children learn

differently.

Chapterfour discusses the research methodology. It provides a descriptively rich explanation of
the procedures and processes undertakerarnrying out this research. It expla the research
approach, desigmethods of data collection, sample and sampling procedures, metlataof
analysis and limitation to the study as well as ethical consideradimhsteps taketo ensure
rigour and trustworthiness. Chapfesur providesa clear and detailed account of timethods

data for this study was produced and gigegustification for decisionsfor methods and

processes.
ChapterFive presents the data analysis and discussidhe findings of this study

ChapterSix discusses théhesis by presenting an overview of tlesearch study and findings
and demonstrating hotke research questions of the stwre answeredyndfinally discussing
theimplicationsof thefindings for practice, research and poligitile presenting a modélased

on the findings
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1.11 Conclusion

This chapter presented an introduction and background to this study. The study examined the
perceived and desired leadership development pathways of school principaks dhstrict of
KwaZulu-Natal. The study explored o school leaders in a variety of schools in one district of
KwaZulu-Natal understand and experienced their leadership development. The findings of this
study ardikely to shed light on the tension between mismatched expectatidhe tdadership
developnent programmes providdaly the DoE and thes ¢ h o o | princiobtadirs 6 e x p
leadershipdevelopment needs in theaichools.This study therefore provideénewednsighton

the perceptions of school principalsgardingtheir school leadership devgiment reflecting on

issues relating to the provisions of th&thool leadership development. Drawing on the findings,

ther espondentsdo views from the ways in which ¢t
problematised, this thesis attempttmfrontd o mi nant noti ons of school
development programraein South Africa. It interrogates what the desiréghdership
developmenbf school principalsare in contrastto the provisions andeadership development

being enacted. To it end, this study revealed a range of school leadership development
challenges that occurred, andthe oubl i ng neglect of the school
are not justassociatd to professional/universalistic kisdof skills, but also individual
competences specific to contexts, and to the demands of their role in their schools. Their desires

for leadership training to emphasise explietthniquesand knowledge needed to attend to issues

and problems related to amalcalised in their practice contexts are simply overlooked in the

school leadership development discourse despite the differences in schools and school

communities where schools ammbedded
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CHAPTER TWO
LITERATURE REVIEW

2.1 Introduction

ChapterOne of this thesisdiscussed the introduction and the background. In this chapter, a
review of the relevant literature for this study is presenfemtording to Alderman (2014),
literature review can be described as an integral part of any research project, which is a means of
surveying what previous research has been conducted on the research project topic. Similarly,
Baker (2000) explains that literature review is a way of evaluagipgrs of studies found in the
literature related to the current areé study. However, Aldrman (2014) emphasis that
literature review is done to delimit the research problem arthte a deep understanding of

what is known around a specific area of stuldythe study, the review of the literature was
thematic. A framework was formulated tuide the literature search process in terms of
selection, inclusion and synthesis of related literature. Using key concepts in the topic of the
study, initial themes from preliminary searches witlogje scholar, EBSCO host arstal and

other search emges were formed. Subsequently, studfined themes drawn from a closer
review and evaluation of search result of the literature and information in policy documents,
journals and scholarly resources on the context and phenomenon under the lens, which are

related to this study, were developed.

Thus, the literature review chapter is discussed under the following themes and subthemes:

91 Leadership: definitions and concept
1 School leadership

1 Some theories of school leadership

i. Instructionalleadership
il. Managerialeadership
iii. Transformationaleadership
iv. Distributed leadership

v. Contingent leadership
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1 School leadership development

1T Approaches to school principal soé | eadership

i.  Mentoring and Coaching

ii. Portfolio keeping

iii. Reflective thinking

iv. Networking

v. Organic leadeship development

Approaches to school leadership development and South African context
Emerging trends in school leadership development

Related recent studies on developing school principals as leaders in schools

= =2 =2

Conclusion
2.2  Leadership: Definitions and Corcept

In this section, the definitions and concept of leaderahg@xplored and discussewhich are
centralto the understanding of the phenomenon under study. Some of these concepts were
highlighted in Chapter On®ection 1.9 and now | provide sormedepth discussion about them.
Defining leadership can be problematic because theseextensivedifferent definitiors of
leadershipand they differ as they focus on many differteaits of leadership. Perhaps this is so
because the idea of leadersimplies different meanings and interpretations. Though there is no
common understanding about its meaning and interpretation, the varying shades of meanings and
interpretationf leadership can be gathered as implying an obligation to be carried out, a work
to be done, a mission to be accomplished and a service to be providedsdrhascholars, in

their attempt to define leadership, consider leadership based on style, others conceive it to have a
relationship with personalities, and yet others see it askaorn trait. However, according to

Bush (2009), the central idadout leadership is that it is a processinfluence, implying the

|l eader 6s ability t o -defmediobjextives with teritheisiasm. Mams aodu r s e
Johansson (2009) defindeladership as influencing relationship between leaders and followers
that takes place in contextsheretheysharea common interest either by their tools or routines.

Tools according to these authorsnply the leade@skill in leading their followers, routine
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represents how they lead, and structures stands for how they intend to use their skills for leading

in leadership.
Christie (2010, p. 695) defines leadership @srae |l ati onshi p of influence
or outcomes, whether formal oranf mal o . Similarly, I|tsdershipasmode

the ability to inspire others to take up challenges they would not normally codsider. An
element in these definitions connofés n f | and afiirrmsowhat Bush (2009) asserts as the
central idea about leadership. It is therefore possible to infer that influence is implicit in
leadership andunderles its conceptalisation Accordingly, Hallinger (2003) reasons that

leadership s aspecialroleis constantly grocess of influence.

Exploring leadershipirom the perspective of interaction and the influence on community/other
persons, Ai't i s described as a process of soc
support of others in the accomplpils Acooedimgto of a
Moos and Johansson (2008aders mobise and work with others as a team to achieve shared
goals. Leithwood and Riehl (2003) explain that good leaders do not only impose goals and
supervise followers but work with them as a teamreate a collective direction towards the
organisatiots objectives and sense of purpose. Accordingly, a leadsgeis to be someone

whom people follow and who guides and directs others (Moos & Johansson, 2009). However,
expanding on leadership and inflaen Dewal Talesra, Kothari, MantriSharma,and Talesra

(2011) arguethat leadership does not mean having a large army of followers, and or people
standing in attendance and doing what the leader says without critical judgment. Thus, Haslam,
Reicher and Rtow (2011) argue that good leadership mightri® determined by winninghée

hearts and minds of others insteachbynessing their energies and passions. What this implies is
that leadership is impacted by followers and can be qualitatively assesseams of the
influence on follower. Thughe impact and influencareconsidered as a quality of which good

leadership can be initiatedeveloped and nurtured (Devedlal.,2011).

However,Winston and Patterson (2006, §).take an integrative perspeatito the definition of

leadership and suggest that it is:

Aone or more people who selects, equi ps, t
who have diverse gifts, abilities, and skills and focuses the follower(s) to the
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organsatiord s mi s s i bpeativesa cauasing othe follower(s) to willingly and
enthusiastically expend spiritual, emotional, and physical energy in a concerted
coordinated effort to achieve the orgaationalmission and objectives

The Winston and Pat t eeadership@mpha@dsontekgy tedans,fwhiahi t i on
can further explain the dimensions of their integrative perspective on leadership. These are

elaborated in the tabular outline in TaBl#.

Table2.1: Key terms indefining leadership

Key term Elaboration on dimension

fiselectio | Leadership as getting the right people to aid in success of the satjamifor
example a school)mplying there is a great need to select the right people wh

upholding the interestna future success of the organisation

fiequipping | Leadership as equippirigllowers with appropriate support through, tools and

resources so that they can be highly skilled in completing a given tasks

fitrainingd | Leadership as providingaining forfollowers to enhance the accomplishment ¢

concluding the given tasks of the orgaation

finfluenced | Leadership as thprocess of motivating the followers to the collective goals an
objectives of the orgasation

Similar definitions of leadership that articulate influence and empowerment are seen in the
literature. Ngcobo (2012) explains leadership in terms of abilitynjgactonot her peopl e
behaviar and boost their involvement in activities associated witttessof the orgarsation

In viewing leadership from the perspective of empowerment, Huber (2012) argues that
leadership is about investing in others as important partners in lead€#igp perspectives on

leadership include that leadership is about:

1 Building trusting relationship through active listening, caring for others, and demonstrating
personal integrity (Pathakt al.,2011, p. 22k

1 Shaping the direction of the orgaationand setting a twe of its context (Duignan, 207
and

1 Actively leading and participating in professional learning with staff (Scott & Rarieya, 2011).
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Certain definitions of leadership attribute value to its meaning and concept. In their
understanding of leadership, Hallinger andck (2010 further expand its meaning to imolve

defining and clarifying the values whicldeterminethe direction Thus, quality leadership is
explicated as an essential antidote to unthinking acceptance of a direction deriving from a set of
policy directives Accordingly, Ngcobo (2012) recoggsthat leadershigan be a personality
characteristics antiehaviouraldimension of humans. This posture empsesihe notion of
leadership by example, which places expectations on leaders to live leadership in and through
their personal actions, promptilgja r k er 6 s ( 2 0 0 Eadershigmabdutuveoithogs t h a't

T processaandbehaviour

From an orgamiationaloutcome perspective, Dayit al. (2005) explain that leadership refers to
what is seen as three sets of practices that must be in place anduigveloping people, setting
direction for the orgasationand redesigning the orgaation According to this perspective,
leadership is about paving the way, and motivating others to take the risk of a new and improved
way of doingthings(Davies, 200). However, whereas there are different views and perspectives
on leadership found in the literature, which articulate leadership in terms of; influence,
empowerment, value, process and orgational outcome, the overarching concept in these
views and perspectives ¢eadership is that it is abourtfluencing others, influencing processes

and influencing outcomes.
2.3  SchoolLeadership

In the context of educatigrieadership isrifluenced by global and setal trends and pressures.
Scholars have attempted to examine leadership &@thool perspective. School leaders are
being in the position to plag critical role in acomplicatedcontextthat requires them tbe

highly equippedwith appropriate knowl#ge and skills (Yan & Ehrich, 2009athak, et al

(2011) contendthat school leaders aexpectedo guide, motivate, dire@ndmake members of

the school communities do what they say and have a clear picture of educational goals and what
means are avlable to achieve the goals. Similarly, Leithwood and R{@003) highlight that

the basis of school leadershapntres orsettingthe pacdor the school, developinthe people

andthe school.
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Drawing on a different perspective, Davies (2009) emgkaschool leadership as a group of
people as opposed to individual. Davies sees school leadership to be about a group of people
who provide direction and exercise influence within the school. This view of school leadership
stresses on how individuateme to@ther as a grouf achieve shared goals. Sharing the same
perspective of school leadership, Leithwood d&ieéhl (2003) further elaborate that school
leaders are thoseho lead in differenpositionswithin the schooland provide direction and
supportto influenceotherstowards achieving thgoalsof the schoolsimplied in this viewis the
understanding that is not justthe principas that run the school by providingdirection and
influencetowards achieving theet goals. Thus, school leaders @t¢ehe members of thechool
management teamaho provide supportguidanceand inspiration to others taccomplish
excdlent teaching and learning, arsthool improvement of their schools. In line with this
understanding of school leadership, Leithwaod Riehl (2003) argues further that leaderstsp

not just the school principabut insteadincludesdifferent persons in diffrent roleswithin a

school that perform a set of functions.
According to Hallinger and Heck (20,1p. 12,

school leaders caredf i ne t he school s educational g 0 ¢
directed towards achieving these goals, observe and evaluate teachers, suggest
modifications to improve teaching practices, shape their professional development, help
solve problems thanay arise within the classroom or among teachers and liaise with the
community and parents.

School leaders aee to providedifferent forms ofincentivesto encourageeachers to improve

the excellencetowards teaching and learningccording to PatHa (2011), school leaders also
havethe responsibility for developing a cooperative school culture. The foregoing assertions are
supported by Leithwood ariRli e 2D03)contention that:

in these times of heightened concern for student learning, schatdrdeare held
accountable for how well teachers teach and how much students learn by responding to
complex environmestand serving all students well

Similarly, Pashiardisand Brauckmann, (2009 affirms that educational leaders should be
torchbearers fochange to occur within the schools. This affirmation can be taking to imply what
Pathak, (2011p. 222) further asserts that:
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[a] leader requires basic leadership skills of working together, a fundamental
understanding of the Ivehavioueaffects othersy holexcdnd t h e
competencies to understand humbehaviour intuition to see the future of the
organgation, motivate staff to achieve at maximum level, develop focus objectives and
provide a map of required competencies, communicate ramdorce its strategic
intentions and need

However, Crow et al(2008) caution that school leaders migiat have control over athe
essentialskills which contribute tamproving schooland running a totally successful school
without some forms of gport. The job of school leadership is dynamic, and the global
expectation of a school leader is increasing and becoming more challenging. The increased
interest and improvement of school leadershipglso dudo theconstantcalls for the reforms of
edua@tion systemglobally (Hallinger, 2010; Hallinger & Huber, 2012). Continuous reforms and
changing dynamism of school leadership implies that the job of school leaders is becoming more
encompassing than leading the school. However, Huber (2012) sutigeesds school leaders
engage in effective running of their schools and are the force behind successful schools, there is

need for them to acquire the skills that will adachieving these aims.

In this section, | have explained the two major conceptions of stdexiérship; as a process of
leading and as a groub people. Intheterms of referencef thisthesisschool leadership is used

as a group of people who are leading schools.
2.4  SomeTheoriesof L eadership

Theory is said to bene of the four important pillars of school leadership, which include policy,
research and practig®ush & Glover, 2014). Bush (2011) outlines a few school leadership
theories. Likewise, the work of Leithwood, Jantzi, and Steinbach (1999) provides a good
glossary of competing and alternative theories of school leadership. This section examines
theories of leaership or leadership theories relevant to this study. Khan, NawdZhan

(2016), citing Amabile, Schatzel, Monetend Kramer (2004 p . 1), contend that
contexts, culture, working environment, new laws and regulations, information overload,
organsational complexities and psyctsocio developments remarkably impact the leadership
concept thereby, making it commensurate to the changing eatjana | dynami cso.

Khan,et al.(2016, p 1) furtherargue thatelevanceof leadershigheorydp ends f@dAon t he ¢
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in whichi t i's appliedo. I n making sense of how

concepts arased to represent the compkxpectationof school leadership.

Scholarsandpractitioners have recogradthe complexrole d schoolleaders and used different
concepts in describing these roles, as they refieatifferent wayof making sense oévents
and behaviourswithin schools These concepts, according to Bush (20@8)nify what are
regularlyideologicallyfoundedon conflicting views about how educationastablishmentsught
to be managed. Similarly, Hallinger (200dbserves thasccial structures of the school are
guided by philosophicdieliefthat focusesn leadership dsierarchicalpositions

However, Bush (2008) asserts that more research on the main constituents of leadership need to
be made, which suggests that thereda of confusion on which leadershyehaviair is most

likely to createthe mostfavourableresults Similarly, Salahuddin(2010) states thator a
successful dayo-day running of schoadk dependent on how effective the school leadership is.
This suggests thdbr a successful managementsahoo| the quality of leadership focuses on
applying different leadership theorie¥et Hallinger, (2004) observes that tipeedominant
leadershiptheorieskeepchangingas a result othe continuousdemandingneeds of schoolssa

well asthe global expectations in terms of educatteensformations Some of the school
leadership theoratal concepts, such amstructional leadership, managerial leadership,
transformational leadership, distributed leadership and contingent leadéethape dominant in

the literature are discussed below.

2.4.1 Instructional Leadership

Globally instructional l@dershipis seen as focusing achievement standards, ancdall for
accountability and school improvement. The facdéd ofinstructionalleadership is tareateand
shape theschoolculturearound condition$or improving teaching and learning (Ohlson, 2009).
Joyer (2005) and Hallinger (2005) suggest thatritical tasksof an instructional leadénclude
and not limited toprocesses such as implementinganning supporting, advocating,
communicating and matoring, as well asinvolve curriculum interpretation and school
improvement planning. Thusnpstructionalleadership is seen as focusiog influencing the
followers for greater improvemerdf teaching and learningather thanjust the dayto-day
runningof the schoo(Bush, 2008).

27



Hallinger (2005) describes instructional leadership as leaders who are goal oriented and deeply
involved in the instructional processes. The instructional leadership is seen to provide direction
on instruction of the curriculumvith a focus on management principles using a combination of
knowledgeand charisma (Hallinger, 2005). Accordingly, Joyer (2005) emgbdsistructional

quality as underpinning the essence of instructional leadership by claiming that instructional
leadersfocus on makinghe quality of teaching and learnintge top priority of the school.
Therefore, instructional leaders are thtsat are very much interested in promotsypportive
working environmentsuch as opportunities for professional developnetiaborationsamong

each otheand access to professional learning communities (Joyer, . 20H)n these learning
communities, the instructional leader motivasésff memberdo meet reguldy to discussand

promote their common interest as a gr@lgyer, 2005).

Drawing on this premise, an instructional | e a
the core business of schooljragtitudes of teacheis their workandfostering high expectations

and values for all stakeholders(Joyer, 2005). Hwever, a different view of instructional
leadershiplays more emphaseson the management of the school which dxtensionwill
improveteaching and learningather tharjust focusing ont (Horng & Loeb, 2010). Acaaling

to Horng and Loeb (2010), when it comes to managing a school the principattrastional
leades are effectivein staff support and inmaintaining positive working and learning
environmentsThis assertion suggeditsat instructional leaders inféncethe attractiorof high-
quality teachers into a school, and provision of the needed support and resources toachieve
productive classroomand school Perhaps this assertiomay suggestthe reasoning behind
governmemred school leadership developnien pr o gr a mmes offen maceo hoa s

instructional leadership, which is seerfocus onimprovingthe qualityof classroonmearning

Hallinger (2005 p. 6) opines that there are three dimensiongsfructional leadership role of
the school principal hich are fiupholdingthes c hool 6 s mi sthdateaching ambh nagi n

learningprogramme, and promoting a positive schanllture andearning climate.

The first dimensionupholdingthes ¢ h o o | 0,3epresengsigeidicection in which the school
expectgo achievespecific goalof thecentral purposes of the school. THismnensionfocuses on

t he pr i niowgkend vitlsall stadhaderso develop clear, common goals and purpose
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and creating motivations for teach€kallinger, 2005) Within this dimension, the principal is
expectedto identify and articulate a vision, foster the approval of group goals, and create
opportunities that are higland supportedby all school stakeholders and itsommunity
(Hallinger, 2005).

The second dimensipmaccoding to Hallinger (2005), isnanaging the teaching and learning
programme ofa school,which focuseson theorgansation preparationand breakdown of the
content of theurriculum This dimension incorporates®meleadership functionkke organsing
andassessingnstruction,managingthe curriculum and monitoring student improvemeiitss
dimension requires the instructional leaderfaous deeply on encouraging monitoring and
supervisingteaching and learningithin the school (Ohlson, 2009). In otheords, theseoles
mandatethe school leadeto improve hisor her skills in teaching and learning as well &s
constantlyaspire tamprovethes ¢ h opoogréss

Regardingthe third dimension, Hallinger (2005) states that itmiere int&ise in scope and
purposewvhen compared witthe other two. According to Hallinger (2005 14, this dimension
functions to fiprotect instructional time, promote professional development, maintain high
visibility, provide incentives for teachers, develop high expeetatand standards, and provide
incentives for learning It conforms to thdvelief that effective schools create successful student
outcome through the development afnproved standards andpportunitiesfor learnersand
teachers (Hallinger, 2010%chods that focus on promotingeffective teaching and learning
develop a culture otonstantimprovementin which rewards are aligned with purposes and
practices the instructional leader must moddiese are seen asrmsthat create a climatir
changewhile supporing the continuous improvement of teaching and learning (Hallinger, 2010;
Hallinger, 2005; Hallinger & Murphy, 1985). However, Bush (2008) argues for an approach of
leadership development programme that emgkasistructional leadership to focusore on

the Ahowo instead offiwhad of educational leadership/Vhat this probably means is that
leadership development programmes have to focus not just on developing individuals but also
giving these individuals the opportunity to decide on how theddeship development can be
linked to the main purpose of their schools.
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Instructional leadership, which is also discussed as leaog@ngedeadership in parts of Europe

andthe UK (Rhodes & Brundrett, 20pSconcerns leadership for learning as much aencerns

supporting learning and learning outcomes, ensuring quality in teaching and improvement of
school and student outcomes. Again, instructional leadership is also discussed in the literature
using other terms that includpedagogic leadership, ciaulum leadershipand leadershifor

learning (Bush & Glover, 2014 p. 18). All these terms are underpinned by the concept of
instructional leadership as linking leadership and learning (Bush, 2013; Hallinger & Heck, 2010;
Dempster& MacBeath 2009).However, whié being a leadership theory with a long history,

and that dominated the discourse of school leadership for decades, instructional leadership also
has a number of critics The maincriticismo f i nstructi onal |l eader ship
sees instructional leadership as overly concerned with teaching instead of learning. Another
criticismis thatitcemesf ocus on t he prembodyingexgdrti8es authaoitg antdl i on a
power (Hallinger, 2013). Instructional leadership isalso criticised as overlooking and
understatinghe importance of the role of other school leadersblgslike thedeputy principals,

leadership teams, classroom teachers and so on (Bush & Glover, 2014; Lambert, 2002). In being
principalcentric, instructional ledership is also seen as deficient in shared or distributed
leadership in school, and as such is seen as focusing attention on the direction and purpose of the

|l eader6s influence as opposedDempstere&énMatBaaghi s o n
2009).

2.4.2  Managerial Leadership

Managerial leadershifis based onthe conceptuadation of the orgarsational membersas

rati onal and therefore the | eadero6és focus sh
others in the orgasation to achieve competency fanction, task and behaviour (Bush &

Glover, 2014) In the managerial model, leaders wield formal authority and influence others
according to proportion and status in the orgational hierarchy L{eithwood, et al., 1999

According to Hoyle and Wallac@05), there is a relational sequence of managerial leadership

to leadership for learning given that learning and teaching, as the primary business of schooling,

is supported by the management functionshefschool leader. Accordingly,eithwood et al.

(1999 p. 17) affirm that the practice of managerialleadership iswidely supported both in
practice and in the |iterature among school |
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with formal policies and procedures, is the source of influence exercised by managerial

| eader s hi pHoyle ard Mallace €26, p.68) caution that managerialism can become

an fian end ini t s wherkby managerial leadership égercised beyonthe support role of

leadership and in its extreme practresultsnwh at i s descri bed as fAman
Notwithstanding, Bush and Glover (2014) obseevshift in language, in terms of school
organgation, to usdieadership morethanfimanagemelt is more or less semantic because the

practice of managerial leadership is widely supported apcefererme among school leaders
(Leithwoodet al.,1999.

According toBush, (2011while managerialeaderships considered partly a factor in successful

schools, particularly in England, where evidence of successes of the leadershipmieugish
schoolsabound(Hoyle & Wallace, 2007; Rutherford, 2006), managerial leadesdnypes bedb
complement, and not supplant, school leadership approachesehatl@esbased. Thus, Bush

(2011) reasons that though effective management in school is important, afrealue
managerialism can be detrimental to school leadership outcomes. Accor8iasfiyand Glover

(2014, p. 56%h opinethatwhile managerialeaderbipisidi scredi ted and di sm
and technicist, but it is an essential component of successful leadership, ensuring the

i mpl ementation of the school 6s vision and str
However,Bush and Glover (2014, p. 5@®6) further argue that:

Managenent without vision is rightly critise d aana@aemi al i st é but Vi
effective implementation is bound to lead to frustration. In ces&@tiontexts, it is the

most appropriate way of conceptsatigl eader shi p because the p
remains that of implementing external imperatives with little scope for local initiatives.

This is evident in many African countriés

Therefore, they conclude that i enamoarga any a | | e
successf ulBusp& Gloveri 2014, po 56 However,Hoyle and Wallace (2005)
highlight the dangerswhich a leadership approach that is vafuse can bring if managerial

leadership aim ifocusing on competence for its own sake.

The criticism of managerial leadership is that the model will demote the aims of education to

managerial aim of sheer pursuit of greater efficiency by just focusing on functions, tasks and
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behaviours, (Bush & Glover, 20144oyle & Wallace, 2005). A similarcriticism is that
managerialist pursuit of achieving targets within set regimes of plans and schemes can be caught

up with traditional professional values of school leadership (Simkii)20

2.4.3  Transformational Leadership

Transformational leadership discussed ashe schooll e a dabilitydts influence practicdoy

buil ding on t he G saghcityof findireglsaudionsato tie sghoob angllenges
(Cordeiro & Cunningham, 2014). It presupposes a common understanding of the school aims
and instiutional objectives among the leaders who share in the leadership power (Bush, 2008).
Accordingly, Yulk (1989) explains that transformational leadership means a process of change in
attitude and assumptions that influences the staff commitment to themis$jectives, and
strategies of the orgasation for transforming the school. However, Van Rensburg (2014)
emphagies that transformational leadership can be achieved and sustained only where it involves
members who want to see change and are prepakeorikatogether to achieve a new culture in

school.
According to Bush (201%. 86, the context of a wellvorking transformational leadership

[h]as the potential to engage all stakeholders in the achievement of educational
objectives. The aims of leadersdafollowers coalesce to such an extent that it may be
realistic to assume a harmonious relationship and a genuine convergence leading to
agreeddecisions

Henriqguez and Debol (2012) describe the role transformational leadersiaipon school
contextswith learners from disadvantaged backgrounds. They point out that such schools feature
practices which resuih successful learner performance. These practices are leamethess,

setting goals, and focusing on achieving set goals, as well as imanveof the other school
stakeholders inthe leadership processes. The importance of improved scoomnunity
partnerships to school improvement andrnea performance is documented in the literature on
transformational school leadership (Myend813; Myende & Chikoko, 2014). However, other
researchhas shown that ineffective implementation of transformational leadership can have a
detrimental effect on school leadership outcomes (Currie & Locket, 2007). Currie and Locket
(2007) further indicate that fdransformational leadership to be effective, it must have appeal
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and acceptance from school principals and any policy must itetke consideration the

institutional context within which leadership operates.

The transformational leadership empkasiconsensus and a view of school management and
decisionmakingthat are based on democratic principles (Singh, 2014). In the collegial model,
staff representatiom the formal decisioamakingin the school is encouraged awdlues are
commonly shared beten staff and school leadership (Bush, 2008; 2003). Involving other
stakeholders in the community (Kalenga & Chikoko, 2014) is an element of transformational
leadership of school leaders. Accordingly, Intxausti, Joaristi and Lizasoain, (2016) observe that
elements ofjoodleadershipvithin the school includeaving a cledy defined mission shared by

all stakeholdersa positiveapproacho teaching and learnindjfelong learning, ability tawurture

and motivatethe teaching stafinto school aims supportfor instructionalprocesses and well
organsedcoordinationof coexistence

However, there arseveral critiquesf transformational leadershiBush and Glover (2014) ret
thatthe language ofransformation may serve as a means of forcing down policies that do not
pay attention to schodével vision and goals. In line with this assertibtgyle and Wallace
(2005, p. 128rontendthatii e strongest advocacy of a transformational approaafdaonm has

come from those whose policies ensure that the opportunity for transformation is in fact denied

to people working in schoofs

Thus, Bush (2011) contesdhat while the transformational leadershimodel emphasesthe

importance of valuest is important to examine or question whose valtiey are given that

critics believe thatthey areof t e n t he school p representingthel s 6 , W
government or t he vyaluesdhatarerseraed.6Tbis implieshat the values of the

schoolor otherwisethe educational values that apgactsed and held by the teachers avet

served, but smothered by externally imposed values (Bush, 2011). Accordingly, Bush (2011)
surmises that transformation may bswauese®r a ¢ 0\
prescribed policies of government, whistérvesa political end instead of genuine purpose of

transformation (Bush, 2011).
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2.4.4  Distributed Leadership

fiDistributed leadership sometimes also referred as shared leadership or team leadership or
democréic leadership (Spillane, 2006 p. 3, involves the expansion of the school leadership

role beyond the school leadeBugh & Glover, 2013; 20t4Harris, 2010)Botha and Triegaardt

(2014) suggestthat the main purpose distributed leadership in schoois for both the
management and other stédfwork togethertowards achievinghe aims and objectives of the

school andsupport the school principal in carrying out the demands in school. In other words, it

is seen as involving the practices in school,chimply that leadership is shared or achieved
using extended leadership powers in teams or groupings (Harris, 2008). Accordifegierg
(2014)affirms that the crux of distributed leadersthingory is in decentreation of the school
leadership rol¢o include possibilities of forms of collective responsibility for school leadership.

Cordeiio and Cunningham (2014) maintain that leadership in the twiestycentury emphases

practice as opposed to power and decisi@king being vested in an indidal. Again, Bush

(2011) argues that power sharing among all or some members of the school implies a space for
discussion and consensus in school leadership. Accordidiglyibuted leaderships seenas
involving the spreadingf leadershigoles totheteams and allocation of direct responsibility to

the different teams or leadership groups including decisiaking (Cordeio & Cunningham,

2014). Similarly, Marsh (2015), in his critical review of leadership literature ranging from 2000
and 2010, emphasd that shared leadership, otherwise distributed leadership, practices require
the combination of time, mature and trusting relationships, skills, experience, openness to
dialogue and team collaborative work. AccordingLia, Bellibas and Printy (2016, p401)
distributed leadershini s a dynamic process and reuwd proca
ordi nat es a n@istributed leaslarship \works anrth@ assumption that teachers and
other school staff possess experience and great dWidsdf, 2015 Williams, 2013, and can
participate in decisioimaking and leadership on individual or team leadership basis. Thus,
distributed leadershipmplies a school leadershippractice in which school leadership is
charactesedby the belief that all knowledge and experience in the school must bt use,

through sharingideas, shared decisianaking and encouraging new approaches to problem

solving Cordeiio & Cunningham, 2014).
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Harris, (2011 p. 7) arguel thati Di st r i b hip, erdhe expamsioa of seadership roles in
schools, beyond those in formal leadership or administrative posts, represents one of the most
influential ideas to emerge in the field of educational leadershipwever,Scribner, Sawyer,
Watson and Myers (8F) surmisethat for distributed leadershifo be successful, thereve to

be new dynamics of staff interaction in their function besides being involved in the school
leadership. Accordingly, Bush, Bell and Middlewood (2014) state disdtibuted leadetsp
impliesboththeformal and informakchoolleadershigpractices in terms of its framing, analysis

and interpretation.

According to Harrig2004), distributed leadershigiorks on the principles afollaboration and
collegiality. In conforming to thisssertion, Slater (2008) affirms that distributive leadership is a
school leadership approatiat supportseamworkcollaborationandinspiresbuilding and using
the capacity of othestaff in the schoal Furthermore, Marishane (28)largues thatlistributed
leadership presuppasa shared moral purpose of its values #rainot onlyclearly definedout
understoody all involved in the orgasation Thus,Melville, Jones and Campbell (20id)ply

that distributed leadershjpwithin a school, carbe the appropriate frame for considering
leadership through school departments.ridg2004) and Southworth (2004) affirm that through
distributed leadership, expertise within the school oggditin in whatever space and position it

is found, is utilsed to realsecommon objectives.

However, there are sevenlticismsof distributed leadershias a theorypf schoolleadershiplt

is seveely criticised that it serves little other than the purpose of starsiiagdoractice in school,

by delegatingmore work to teacherg¢Bush et al., 2014; Hargreaves & Fink, 2006; Gunter &
Fitzgerald, 2008). However, as an alternative, teacher leadership is equally critiqued as merely
serving the purpose of authority and hierarchy of school leadership because ineonéitsing

the work of teachers according to a set of predetermined standards by the school leaders (Bush
2014). Yet scholars argue that both distributed and teacher leadership measathétachers

and pr iappoopriptafordal authorityn schoolsand schoolleadershipare being enacted
through what Bush et al. (2018. 5 describe asiformal bureaucracy of the schoalsAgain,
Bushand Glover (2014, p. 12) argue that wherdessributed leaderships popular because it
championghe notionof sharedvaluesby teacher professionals and other school staff, it may be

fraught with difficulties, whereby fAassumpt i
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conflicting valueso. Despite its crshigfindpues, [
favour both in research and professional practice as a theory of choice among school leadership
(Lumby, 2013).

2.4.5 Contingent Leadership

Bush and Glover (2014) contend thadne of the theories or model®f school leadership
provides a completpicture even though each offer valid insight. This implies that school
leadership theory is not a clesaded discussion, particularly given that leadership in practice
can be contextually nuanced and as such understood and prosgemakius, Lambert (199
asserts that there can be no single bestaygehoolleadership modeBush and Glover (2014)
recognse that the contingentaeership as a theory providesliferent approachgiven thatthe
nature of the school conteld diverseand there is a nek for any theoretical model to suit

situations of practice

Contingent leadership is underpinnieg the principle that aonesizefits-all approach, which

requires adopting rather than adapting leadership styles, is flawed. Accordieghyyood et

al. (1999, p 15) contend that for leadership be effective, a leadership response must take into
accountthe variations in terms of context of leadership practice. In other words, the contingent
leadership theory particularly emphsesicontext as the most important consideration in terms of

the school |l eadersd6 response to uniqgue school
Thus, Vanderhaar, Minz and Rodosky (2007) argue tlhedidership is contingent on the setting
whichissupported by Yukl 6s (2002) af fi satiomais i on t
complex and unpredictable in many wakhsat require effective leaders to continuously reflect

and evaluate how to respond in their approach to it.

Likewise, Morgan (1997) smises that because leadership demands that effetiigaogs of

problems are made, the response to the issues or problems must be most appropriate to the
situation. Therefore, the reflexive approatth contingent leadership is considered crucial,
partiaularly in the circumstances or situation that demand that leaders give proper assessment of
the situation and respond with carefully weighed and appropriate approach outside of the box of
a standard leadership model (Morgan, 1997). In line with this essdBush and Glover (2014)

argue thatthe contingent leadershippproach brings a more complete picture of leadership
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practice by taking into coggance that a range of approaches to leadership problems, situations
and contexts can be valid. FurthermoBysh and Glover (2014, p5) surmisethat the
contingenteadershipmodel counters the tendency to normiagy which is a common feature of

many other leadership the i e s t hat Nadppcabvehone sichlobl
However, critics of the adingent model see it as oveftyagmatic and not underpinned by a
clear set of valueKnowledge of leadership development theories discussed a&bonportant

to informing school leadership development pathways for school principals.
2.5 SchoolLeadershipDevelopment

According to Nakpodia (2012, p. 632, ader shi p devel opment is defi
personbs capacity to be effecti veBolden(2010 ader s |
affirms that leadership development isdaliberateand thoughtthrough programme which is

directed to assideaders becommore effectivein their dayto-daypractice Whi | e Nakpod
(2012) emphasis is on the | eader s Pceapeacoinoyd ei
(2012) definedeadership development as an activity thatichesthe attitudes and abilities of
theindividual leaderwithin the orgarsation This emphasis implies that leadership development

centes on trainingas well as improving thmdividuals rather thasommural capacity building

of group of leadersThus, Earley and Jones (2009) surmise that leadership development refers to
actionsthat involvereinforcingo n e 6 s  afedtetldartvigiontared achievabtdbjectives and

to encourageothers to be involvedn the same vision and goals. However, leadership
development is equally seen as a means of encouraging learning through interaction (Naicker &
Mestry, 2015). Widening on the scope of abalefinitions, Chikoko, et a(2011, p. 317) opine

that leadershipdee | opment fAi s seen as an activity that

groups to engage effectively in leading indiyv

Applying leadership development in the context tbé schoo] Bush (2008) contends that
leadership developmerf school principalshould aimto target thandividualised needs and
aspirations of the leaders. Similarly, Moorosi and Bush (2011) opine that leadership development
must focus on specific needs and challenges of a context, athitee same timgiving the

leaders an opportunity to engage iimiernational and crossultural learning. According to

Southworth(2010), thetraining of school leaders entaitefining their roles and responsibilities,
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creating opportunitiefor quality professional training and development, and reggitheir
essentiatole in improvinglearnemperformancend culture of the schadhlthough themainrole

of the school leadersexposes them to positions and situations in which their werk
extraordirarily complexand challenging (Okoko, Scott & Scott, 2015), Bush (2008) contends
that leadership development provides school leaders opportunity to determine their needs, which
are diverse, and to match these with appropriate development in their comgleRadlenging

work of leading their schools.

Okoko, et.al. (2015) understand the need for school leadership development as dffering
opportunity for improving essential skills and competencies school leaders need to succeed.
Piggotlirvine, et al. (2013 arguethat with the main job description of school principals
becoming more demandingany will not cope with these expectations duexposure tdow

quality leadership developmenthis is to say there is need to develop school leaders by
improving treir leadership skills, knowledge and attitudes. Reigeluth (2006) makes a point about
engaging in school leadership development, wilitigh argued to exert sufficient leverage that

can prevent changed parts of school leadership and improvement systersviestimg to their
previous state. Earley and Jones (2009) highlight school leadership development as an important
leadership programme that brings abaatmprovement ithe quality of leadershiphat leaddo
continuousschool improvements arehhanceautcomelevels Thus, Earley and Jones (2009, p.

162) argue that:

[L] eadership development is an ongoing process of education, training, learning and
support activities taking place in either external or wlaked settings proactively
engaged in by qualified, professional teachers, head teachers and other school leaders
aimed primarily at promoting the learning and development of professionally appropriate
knowledge, skills and values to help school leaders to decide on and implement valued
changes in their leadership and managerbehiviourso that they can promote high
guality education for their students more effectively thus achieving an agreed balance
between indivilual, school and national need.

What this means is that leadership development in the conteghoblis any programme which
will enhance, improve skilland abilities of school leaders to enable the developirayltter
style ofteaching and learningnpow school functionand promotea high quality of learning and

success in the school. Furthermore, Sparks (2009) explains that leadership development is
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important as it focuses eampacing on what leaders believe in, how they understand tiedas

in running of their schooland improve how the leaders operate in their practieadership
development helps to improvelationshipsbetweenleadersand thei followersthat encourage

hope, rather than the burn out that leads to resarsa Piggotirvine, et al. (2013) found that
school leaders demand to develop in their school leadership role in order that they become better
equipped and acquire knowledge &ell as skills to aid imlay-to-day running of their schools,

and to reduce the possibilities of btout resignation.
2.6  Approachesto Leadership Development of School Rncipals

Broadly, leadershipdevelopments apractice that has diffent approachesvhether in business

or in educatiorand beyondHowever, forschool leadershigevelopmentthere are a number of
approaches;some of these are discussed in this section. How successful a leadership
development programme is, might lie in the ability of the programme developetstarsto
employ adiversified methods and strategies in their approaches to empowamishgequipping
schoolleaders for theimultifacetedrole (Sparks 2009. Some of these approachascording to
Sparks (2009)include teacher induction, coaching and mentoring, peer coachingnbbdded
activities, nomracademic leadership/management workshops/trainingthesjob support,
networking, developingeamwork high-quality professionalearning,and school practices that
allow new competitive ideas twe nurtured within the institutionand improve the way thingee
done.However, approaches such as coaching medtoring, networking, reflective thinking,
portfolio keeping, and organic leadership development will be discussed as they are seen to aid

school leaders in their practice and provided relevant insight to the study.

2.6.1 Mentoring and Coaching

According to Pasloe, (1992), to mentor means to supgorneone by making available time and
resources t@nable thento take full advantage dheir possiblepotentials improvetheir skills

and tleir performancevhile they aspire to become bettbtentoring fostersnutual learning and
develops collegial relationships. Where school leaders are able towitbrlan advanced and
experiencedractitionerin a naturalsetting, they observe leadership in action and develop an
understanding of its professional expectationstia school community (Browréerrigno,

2007). For instance, Riggifidewby and Zarlengo, (2003, p. 28) ardbhatmentoring within the
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school setting is where theentor and the mentexan form a all-inclusive bond charactesed

by trust, confidentiality,nonesty, sensitivity, shared expertise, and personal and professional
growth Bolam, McMahon, Pocklington and Weindling (1995) highlighait a successful
mentor according to school principals one who has qualities suchagjoodlistening skills
opennesswarnth, passion goodinterpersonabehaviouraktyles,has experience as a principa

is able to providefeedback, being nejudgmental, and can provide counselling skills when
needed. Conversely, Walker, Keng Choy, and Guat Tin (1993) sugihastteristics of a
successful menéas identified by mentors iacludeability to show sensitivitybeng willing to

learn, have a positive attitude, and show capacity for professional dbgesmmitment and

initiative and capacity for joint decisiemaking.

Mentoring for school leaders ian activity that helps school leaders who aim to make a great
impact in schools with the support of an experienced or retired prinfzakesh, 2001).
Mentoring must include activities such as investment of time amdmitment, sharing of
information and the creation as well as maintaining otammunally relationship and
communicationbetween the mentor and the mentee (Deans, Oakley, James, & Wrigley 2006).
However, Barnett (2001) warns thgdod and positivaattitudes are required between the two
parties (mentors and mentees) not juatching pairs oindividuals that are assumedgossibly

havea true developmeal and supportive relationship.

Effective mentong according to Daresh (20Q1y a process thas much morecomplex in
practicethan simply sharing knowledge and features such as supipth¢ organisationwell-
articulatedoutcomes,pairing andguiding mentees by mentorglt is the establishment of a
personal relationship for professional instion and guidance(Walker, et al., 1993p. 116).

Even though researchers have shown the need forgmngrguidance fompractsing principals
(Boerema, 2011Msila & Mtshali; 2011 Naicker, et al., 2014 this guidance theientified as
fimentoring and it is one of the learning approaches in leadership development which is
externally determined (part of the curriculum content) and linked to positive consequences, such
as advanced career, increased setirth and greater sense of belonging, and is seemore
focused on opeended personal development.
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Coaching is a process thatows new knowledge to be acquiredd development to occuhile
performanceimproves (Boyce, Jeffrey Jackson & Neal, 2010). Coachiagcording to Bush
(2009, p. 112), involves fitwo people setting
|l earning and engaging in dialogue to |improvi
distinct definition of coaching as sharedconversation betweenvb individualsthat follows a
plannedprocess and leads tavere productivgperformancecommittedto improveandcreatea

positive relationshipBassett (2001)in support of Kinlaw argues that coaching stresses the

skills developnent dimension of trainingCoaching tends to be viewed as more directedn
achievabletask focusing onskills building and directedwithin a short period(Deans et al.,

2006). Coaching and mentoring are two persgnaith approacheshatfosterapes on és o wn
abilities to improve performancewards hisor her role (Deans et al., 2006). Coaching and
mentoring may share the same principles and values, as the former is primarily focused on
improving performance within the current job and empbasperonal growth, while mentoring

focuses on longalerm goals and developing competence and skills (Daresh, ZD@dghing is

usually a shorterm process compared to mentoring that is used for a Ipegedand focuses

on developing specific skillDeanset al., 2006). Th@rocesses of coaching and mentoring are
similar as they are both a sequence of conversations between two individuals who aim to achieve

same goals

Effective coaching and mentoring according to Deaets al. (2006) involve a learning
arrangemenbetween a group of individuals aiming for a purposeful outcomeatigaholistic
and empoweringwhile creating atrusting relationshipwithin a safe placeusing effective
guestioning and listening. Dearet al. (2006) further suggest thadaching and mentoringre
increasingly used ideadership development programmestlasy offer the opportunity for
individuals to address personal issues in a-thogatening waybecause they can develop

confidence and selfelief.

2.6.2 Portfolio Keeping

Docunent ati on of the principal ds progress whict
way of impoving practice and yet it is still part of externally determined programme content
(Chikoko, et al., 2011). According to Barton and Collins (19933, main an of keeping a

portfolio is it equips the learner with skills to determine what aspect of their leaxpsgience
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to be included in the portfolio. Portfolio keeping is a collection@dterials that have been
specifically selected for a purpose or neSdch materials includeamong otherspublication
articles, certificates, projects, letters, pictures, audio and video tapes, work sangbtest
scores (Ng & Szeto, 2015). The development of portfolios according to Brown and Irby)(2001
has been useffin explicitly representingreative ancicademicskills and in enhancing learning.
Further, thecontentsthat make up the podfio consist of samples of work, feedbackyiews

and reflections on issues, process or changesWildy & Wallace, 1998). Inthis way the
portfolio becomes not simply a collection of work samples, but evidence of learning about

practice, improving performance and accinmfor school leade@actions.

Ng and Szeto (2015) suggest that pinecess of collecting materials for tpertfolio forcesthe
learnerto constantlypractiseretrospeabn on their own work andts progress as well as on their
interactions with self and other$his is to say that portfolio keeping can improve reflective
thinking, be a goodpproach to problersolving skills and decisiemaking Wildy and Wallace
(1998); Chikoko, et al. (2011); Ng and Szeto (2015) all suggest that portfolio keepitndputes
strongly to developingfully effective educational leader

Further,a portfolio is used as recordkeeper, manually kept by the principal to keep track of
evidenceused forimprovementand a powerful collection of work samples which in all exhibits
the efforts leading to evidence of learning, progress, achievements and help in improving
leadership praote (Chikoko, et al., 2011; Ng & Szeto, 2015). This can imply that portfolio
keeping is a vehicle for demonstrating improvement in performance and professional

accountability while it provides for the leader the space to reflect critically on practice.

2.6.3 Reflective Thinking

Dewey (1998) highlights how reflection as an active process is a persistent accumulation of
knowledge, which aids in new learning to enable informed and logical decisions. Roberts (2008)
states that reflective thinkingg an important parbf learningdue to itsproceses, such as
thinking critically about behaviours attitudes, beliefs and valyeand further suggestthat
reflection isone of the key competencies needed for effedgaelership to happen within an

organgation. Chikoko, eal. (2011) supports and highlights the importance of developing school

|l eaders by viewing onebs practice and experi i
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that the process of reflection can be formal or informal. Reflection is therefore ssempis
thinking about oneds experience to create or
alternatives to a problem (Bent, 2015), as well as preverg individuals settling on existing
traditional patterawhile learning process is takimgace (Roberts, 2008). This could mean that
lifelong learning is an essential part of reflection, which involves continuoususaljsis and
devel opment ( Rei d RefleGtiveDtlinkingghklps do, focus @0 &pplying an
already existing knowlege to bring about a conscious awareness of how best things can be done
(Dervent, 2015).

According to Cropley and Hanton (2011), reflective thinking is a $&dtrt and developed,

while knowledge from it can contribute to development of individuals as they learn from
experiences. Although experience has been a contributor to developmment¥2015) argues

that for a reflection to have great impact on practiciéeattng on experience is eucial skill

needed for development to happ@n.encourage reflection, different methods such as reflective
journal, reflective interview, peer observation/assessment conferences, group sasnwnelisas

advanced technologiesuch as videos and electronic portfolase been used (Dent, 2015)

to help make a reflective analysis of oneos
(2008) , are one of the tools wused thasthencr eas
potenti al to chronicle the thought s, feeling,

world as well as in the professional capacity (Jefferson, Martin, & Owens, 2014).

2.6.4  Networking

Networking in leadership practice is a way to strengtteationships among leaders within and
acrossgroups communities, and systems (Bush & Glover, 2004). Its main aim is to promote
professional sociadation and mutual learning that provide strong potentials for ideas transfers
(Bush, et al., 2011). Accding to Crow (2001), networking is characsed by who patrticipates,
whatinformation and resourcé®w through the networkvhat brings people together, and what
peopledo among themselvedNetworking is seen to be the mdavouredmode of leadership
learning and cahe more effective when it is structurediwa clear purposéBush et al., 2011).
During the process of networking, vssto other schools within the context, with a clear purpose
of learning, appear to bealuable and enhance leadersHgarning. Crow (2001) suggests that
internship is a specific form of networking as it helps with professional satiafi.

43



School leadership networks are often composed of leaders whoch&sento take partin a
leadership development programme (Buslale 2011) as well as those who have a common
shared interest that creates bopdssonally oprofessiondy, whichmightlast over time (Crow,
2001).Bonds aramprovedwhen a programme provides opportunities for leaders to collaborate
onany learningactivity, or when they engage in degigcussiorand listening (Crow, 2001and

this could lead to collaborative learning and sustained networkingn@nschool leaders.
However,the continuation of the relationskigvill greatly dependon how closéy bondedthe
groupwas how their bonding paid off and the impact of supports tha¢ \weovided to cultivate

the network after the programreaded

2.6.5 Organic Leadership Development

Moloi (2007) argues thataining and development stchool leadergan be cosidered aghe

most important process that is necessary to transform education successfuliyfenively.
However, research hashownthat there isneed forschool leaders tatart deciding on their
developmental needs (Piggotine et al.,, 2013). Forl (2011) argues that custmation is
increasingly becoming the order of the day when it comes to leadership developfhenthis

means is that school leaders must decide on their leadership development prognahmoieto

be forced to fit into an alrélg existing or determined programme. Although school leaders
engage irsome sort of leadership training programmes meant for their development, these are
often beingseen to produce unsatisfactory results and dissatisfaction among the school leaders at
the end of training. Why this might be so beipgrhaps becauskeadership development
programmes are externally determined, implythgt the schooleaderswere not involved in

deciding whatheirtargeted developmental needs are in the provision of saicimty.

2.6.6  Approaches toSchool Leadership Developmenin the South African Context

Whereas school leadership development needs of school leaders are externally determined by
others (Flick 2010), it has been argued that there is need for a shift in howateedetermined.

Bush et al. (2009) suggests the consideration of persaubhnd individuated needs of school
leaders in leadership development programmes through creating effective networks among
school leaders, whicareled by hemselves. What thisuggestiorentaik is thatschool leaders

as adult learnersieed to be involved in deciding their own learning neédthiough this might
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seem a shift from externally determined to self (decided) developmental approach, it will also
result in leadershipdevelopment becoming a personal responsibility of the school leaders
themselvesNisila & Mtshali, 2011).

However, the externally determined school leadership development programmes have been seen
to i mprove the school,etld20@Bsuggedthateffectivehess doe¥ et C
not end with good skillsnstead aropportunityto decide on théwhat, fhowo and fiwhyo of

their leadership development programmes that will meet the demands of their comtext a
enhance their personal growthile thismight be the case, the need for leadership development

i s generally seen to b eabilitycandeapabdity toeontiule® s c h oo
shapingthe performance of learners atghchers, promoting school improvement, and building

the stool capacity within their own practice context.

In South Africa, considerinthe effects ofthe apartheid system in educatidhjs seenthat the

role of the school principal is changirand they mostly work under difficult conditions (Otunga,

et al., D08). Thissuggests that a one sifits-all normative approach techool leadership
development may be limiting in meeting the developmental needs of principals in their contexts
of practice. For instance, challenges such as lack of resources (both dmeiglmysical), union
interferences, social factors, poverty, abuse, culture of violence and lack of uniformity of
resources, school discipline matters, quality assurance issues and rating, and influences of
economic inequalities are rife and varied actbgsdifferent school districts, whereas in a wider
scope, contrastedith other countries likehe USA and the Netherlands, school challenges
might be different. Therefore, importations of models of school leadership development from
one foreign or nationalistrict context to another may not necessarily meseore the needs of

the school leaders that other context.

Bush and Jackson (2002) in their study reviewing leadership development provisiorsestn
countries acknowledgihat there are vanes approaches to leadership developmeénch might

be due to global changes and different pofiakersin each context recognng the specificities

of needs and its importance. According to Bush and Middlewood (2005), there might be an
unwritten national policy issue in most countries, which reaplain the content of leadership

development programmes being similar in differemtirdries (Bush & Jackson, 2002his is
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supported by authors like Ibara (2014) and Christie (2010) who claim that most leadership
development programmes for use in Africa are imported and are grounded in international
literature and practice. What this ght mean is that approaches used in developing school
leaders are similar due to comnming practices and influence of global acculturation of the
school leadership development programme. However, Bush,(B0DB7) argues thaleadership
developmentshauld fentail development through a range of action modes and support
mechanisms often custased to the specific needs of leaders, through what is increasingly
referred to as persomsgd or individuaked learning. This is also supported by Rhodes and
Brundrett $2009) argument thah considering contextual differences there is need for school
leadership development programmes to be tailored based on individual desires. Thus, Bush
(2009) emphases the need to consider a most appropriate way to devethgolsprincipals,

which must take intecognsanceand understanding of how best thagdduls) can learn.

Further, Yan and Ehrich (2009, p. 10) explain:that

the structures of educational systems differ widely across countries and, for this reason,
individual countries are best placed to devise their own leadership programmes and
approaches that are sensitive to the wider cultural, social, esg@mal political and

economic contexts

What this might mean ithat thepreparationand delivery of effectie leadership development
programmedas to be contextually driven. Furthermore, Forde (2011) opines that there will be
more value added on thHiowd and fiwhab of leadership development if the participants are
involved in providing its contents. This is say that there might be an improvement in practice

of school principals if an alternative practice of leadership development is considered as an
opportunity to develop criticality, reflectivity, and creativitgnd how to seela solution to

contextuaissues among school principals.
2.7 Emerging Trends in School Leadership Development

2.7.1  SchoolLeadership Development Cultural Shift

According to Cliffe, Fuller and Moorosi (2018), there is a distinction in meaning and

conceptualisation in the two termigreparaibno and fidevelopmeni of a school principal This

46



distinction isimportantto understand because it signals the orientation of the two distinct
programmesalthoughthey areoften usedinterchangeablt o r ef er to the sch
journey (Cliffe et &, 2018). The distinction in meaning is explicated as implyingspreice
leadershigipreparation, which involvesanindividual agency in taking deliberate action in their
willingness to learn and obtain requisite skills for the role of school leagef3hithe other

hand, inservice isascribed toleadership development, which is referred to nasmnced;

involving a range of intended activities that make up the process aimed to equip and build the

i ndividual 6s capacity t herrespogsibilitylaadaaccountabgity afn d a c
school leadership role (Cliffe et al., 2018arris, 2010 Moorosi & Bush, 2011 Thus, Cliffe

(2016) suggests that whitlevelopment may be instructed, learning in development is not merely

a conscious action, butsa includes what happens subconsciously as the pringdpeateys

through experiences, professional opportunity and life.

However, the role of local authorities and or districts in terms of support to school leadership
preparation and development is seenbeing eroded (Chapman, 2013). Cli#¢ al (2018)

suggest that there is apparently a shift away from the district suppdettarship preparation

and developmentowards individualised form a$chool leadershiplevelopment which irpart
creates unequal opportunities i,,whesebyhvargrng pr i n
players and different principles are in play. Therefore, Cléfeal. (2018) argue for policy and

cultural shifts to attentb the core purpose of leadersireparation andevelopment of school
principals.

Moreover, Hallinger (2011) asserts the need for both quantitative and qualitative research in
investigating successful school leadership practices that will subscribe to views across different
cultures. h a similar note, Nooruddin and Bhamani (2019) conclude that the school leadership
engagement determines and sets the tone of a given school culture while being instrumental to
developing and sustaining that culture. On a diffelevel, Miller (2018) conends that ongoing
depletions of school budgets along with rising student numbers, coupled with educational policy
environments operated in national school systems place more deomasdhools, and
consequently forcing school leaders to become more mariegited in their outlook now more

than at any other time. On a different note, Zhang (2018) also emphasises how important it is to

understandhis c hool 6 s context and wteahingfind Earnind goicg b e hi
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and practice praxis aran conceptualising schod¢adership development. Weilt is important

to take cogrsance of the argument that considerable value is to be placed on propagating good
leadership practices (Wu & Ehrich, 2009), equally the importance of context cannot be
overlooked knowing that some googractices in one school may not be applicable in another
due to differences in school and their contexts of locg@inu & Cravens, 2012Zhang, 2018

Thus, how school leadership development is conceptualised is perhaps éhtzicis dependent
fundamentally on differences in context. However, Opfer and Pedder (2011) suggest that a
conception of leadership development that views it as a specific activity, undermines the
complexities that define school contexts and therefegates the contextual and subjective

experiences informing school principalsd | ead

2.7.2  SchoolLeadership Development and Context

The need to understamw the school functions daignd the realityf context of practice the

leaders wrk in (Gronn & Ribbins, 1996) underscores the voice of proponents of approaches to
school leadership that is enacted and experienced in distinctive context. Accordingly, these see it
right to investigate school leadership from what Gronn and Ribbins (J99845) adduce as

Al i ved experience o featworidtawd toCassequentlyClarkenabde d d e d
O6Donoghue (2017) a s s attention being tedidathd t@ appraaches por o mp
understanding school leadership from the perspectigerdéxt in which it is enacted.

According to Clarke and O6Donoghue (2017),
sensitivity to context by education actors including researchers on leadership. Lack of enough
attention paid to matters of contesdn bring aboumany issuesarising for school leaders in
individual cont exts ( Cdndig & eomission nbsohmal eadérshie | 20
di scourse that requires redress. Furthermore
school leadership isontested in terms of its understandings and practice, and the fact that
context is a determinant of differencasd maters concerningontext should receive attention

and viewed as crucial by practitioners, researchers and pai®rson school leadehsp and

school improvements issues. To this end, the authors advocate a shift in visioning school
leadership inquiries, which has to be framed in drawing the nexus between leadership, context
and broader school sé envi r odmgefahd extéhsiomsstg thet h ey

seminal theories of contingent and situational leadership (Fiedler, 1967; Hersey & Blanchard,
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1969). These theories, which are valuable to understanding school leadership, are important here

in ways that draw on these to geatterfresh and disruptive insights regarding school leadership
devel opment (Cl arke & O6Donoghue, 2017) . A n
report of the fiSuccessfulOutcome of School Principals Projezt However, Clarke and
O6Donoghue nt(oathat7the clpim iof being sensitive to leadership context by
academics and researchers in their work are often unfounded, even though there are notable
exceptions, regarding those researching on s
(2017) enphassethat that theres much to learn from the field of education studies thaspay
particular attention to contaxdl issueswhen researching and carrying eetommendatiamnin

the area of school leadershipcluding formulation and enactment of,darationaising praxis

for school principalsdéo | eadership development

Accordingly, Braun et al., (2011 discussedour context settingsn regard toschool leadership,
which aresituated professionamaterial and external contexts. These are also imeeobed,
meaning that each can shape the factors which impact the(Bthen et al.2011) In Stuated
contexts schoolsareconnected taheir contexti their pastand lo@lity (Braun et al., 2011and
includea school settinghe history and itentake,and these have degrees of influence on school
leaders Professional contegtare said tancludenot just values, but also teacher commitments,
experiences and the policy management in sch@véun et al., 2011). These are elements that
influencethe policy enactment in a school that are pinnedroadprofessional context (Braun

et al., 2011). On the other hand, material contexts refer to matters such as staffing, budget,
buildings availability of technology and infrastructurthat in one way a arother have great
influenceson policy enactmerat the school levgBraun et al., 2011). These may differ in one
school from the other in a broad range of ways, including in terms of layout, quality and
spaciousness of one school location or the dBeaun et al., 2011 Again,Braun et al.(2011)
recognsesthe fourth contexts as thiexternal contexts According to the authors, the external
context constitutes of the pressures and expectations that school |dadersample, face
because of thanfluence of myriads of policies botbcal andinternational. These can manifest

in  community authority support school inspectoré reports, legal issues andhatters of

responsibility and interand intraschool relationships (Braun et al., 2011).
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Thus,Miller (2018) argues that is important to consider matters of context alongside leadership
theories indebates and interventions aimed for school improvement for any given setting.
Beyond these, Mill er (2018) allgadgs aeinparteansto t h at
takeinto consideration, particularly pertaining to the ways that leadepshigice are assumed
Awithin a given setting and the influence o
Furthermore, Miller (2018, .p10)i ndi cat es t hat It i's fAimportar
professional learning in processes of school leadership preparation and development should be
significantly buttressed by adopting a greater commitment to contextuaéisinpe duc at i ona
| e ad e. Tk Hallivger (2011) urges for research practices to embrace different settings to
avoid oversimplificationwhich makes attainment afknowledge base that is embedded in the
realities of schools and their environment (Clarke & Wildly, 2016) inadaessAccordingly,

Miller (2018) emphasisesiat what is needed is not jughat is helpful or workshut knowledge

of what works in different setting8esides, Osborret al. (2002, p. 799) argue tHatdership

cannot be separated from the contextstding thati any mor e t han one can

f r om .fDespitk othesituated understanding and embeddednesdistinctive school
leadershipthat is exercised in any given settingncertaity, changes, and complexities
associated in leading scheohre important to understand and to be given attention in the
discourses that pertain to concepts and practices surrounding school lea@ers@iprke and
O6Donoghue (tRabviehave beenunbde o elieve that some cerasxbetter off

than the other$ but forgetting that every context is unique and different with its own challenges.
However, the authors further pointed out that it is problematic to captuamge contextual

factors in anexhaustive andappropriateway ( Cl ar k e e,&016).64bang (2@18)u
observes that school leadership development programmes in general are provided not entirely in
the personal interest of the school leadbes;ausanost of such programmes are seen by the

school leaders or principals for whom they grovided as not jusibscure but exceedingly

difficult to enact in practice. These training programmes are perceived by their recipients as
doingextraordinarily litlet o support the school |l eadersdé pra
Likewise, sone share the view that such programmes that are decontgduehn hardly

prepare them rigorously for the professional requirementbvedf dayto-day leadershiproles

and activitieggiven that they are nadcalised in their schools (Zhang, 2018herefore, where

trainingisper cei ved as not oOintelligent]|l ysaveasfal ect i v
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mere tickbox ritual of annual review of performance (Zhang, 2018), which in that way, is
merely selserving. Similarly, programmes déadership development that entail centralised
training are seen as creating barriers to effective learning. This is also dissuasive to participation
and ownership given that decisions to participate will rather be influenced by the mandate of the
centraleducational authority and not determined by local, individual contextual needs of school
leaders (Zhang, 2018).

2.7.3 SchoolLeadership Development and Professional Learning Community

School leadership developmenthrough CPD is promoted using professional learg
communitiesin some countries likéhe USA, UK and New Zealandamong other (Mestry &

Singh, 2007. In these practices, using professional learning communities in targeting
professional development of teachers and puaisi have been successfuladantrast to South
Africa, as an example of contexts whéne professional development of school principatsils

a nascent practice (Ntengwane, 2012). According to Reimers (2003)),pCPD is not a
selective approach to the devel opment but I N
regular opportunities and experiences planned systematically to promote growth and
devel opment i nThesehcan bp inahe doars af oppodtunitiest are iRhouse
(within schools) and are provided in the form of trainings, workshops and other forms of
collaborative formal and informal initiatives using the rich experiences within the network of the
professional learning community. However, Keu2§Q7) notes thathe more theole of the
school principal changes the mdimited the research omow professional development of the
principal hasequippedthem for the challenges they face in their @iprincipal asthe school
manager Thus, DeVita 2005, p. 1) pos#tthat there has been a trend that is more than ever
before, which is that

[ln todayds climate of heightened expectat:i
teaching and learning. They need to be educational visionaries, imstalicand

curriculum leaders, assessment experts, disciplinarians, community builders, public
relations experts, budget analysts, facility managers, special programs administrators, and
expert overseers of legal, contractual, and policy mandates andiveg#iaThey are

expected to broker the oftenonpi cting i nterests of parent
of yce ofycials, unions, and state and fede
widening range of student needs.
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These compelling taskines demandschool leaders to be able teliver the multiple and
increasingly intended benefits expected from school leadership, to seek learning and
improvements within professional communities as a way of being able to do school leadership
differently and successfully. Accordingly, DeVita (2005, p. 7) points out that

[S]chool leaders must learn to cope with reduced funding, keep standards high, as well as
raise them, ensure staff are provided with appropriate teaching resources, keep students
engaged a classrooms resourced, effectively, producing more from lesse aththe

same time, ensuring theirs and their schoo
development is not compmised

Regardless, Zhang (2018) cautions of the undertone tookdbadership development that
problematises the school leadership training for school leaders as skilling them for running a
school. Therefore, Zhang (2018) makes a distinction betwasmng a school and leading a
school Conceptualising leadership agopment as skilling school leaders or principailth core

skills needed to manage school operationallyis viewing their role as merely fulfilling
managerial tasks, while on the other hand treyexpected to kevisionaryandstrategic leader

in ther schools(Zhang, 2018). Therefore, Zhang (2018) observes that, in China, as an example,
there exist a wide gap between what the policy requires of school leaders and what in actual
enactment, their job in schools taraut to be. Furthermore, Zhang (201&bserves that this

chasm is evident also in the prescriptive managerial content of leadership development
curriculum, implied in the concept of leadership implicit in the development agenda of
government initiatives. Accordingly, Zhang (2018) notes timg trend is justified in the
corporate notion of leadership (Bottery, 2007), albeit its inconsistency with realities of school
practices and school leadership contexts. Thus, Zhang (2018) questions the usefulness of content
and processes of schdehdeship developmenprogrammessthey pertain tolocal or context

specific needs of school leaders, and further remarks that school leaders generally perceive their

role as being trapped in tlidiscourse of performativity

2.7.4  SchoollLeadership Development andCommunities of Practice

According to Walker and Dimmock (2006), tBdue Skies program developed by scholars in
AProfessional Learni ng Palogiea atmoféering anrimp®veedy i nn i r

principal leadership developmeritamework. The dea vas to shift emphasis in practices of
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leadership development from the focus on structure to focus on learning (Walker & Quong
2005). Walker and Quong (2005) further explain thaKk ey Qual i ti es of t he
Hong Kwhicly wasthe government oHong Kongds Bl mese8dsitoes pr ¢
provide additional professinal and psychological support antrial project introduced to bring

about multilayered CoPsto the principal communitylts focus is also on creating learning
partnerships and enaiwj a flexible learning community for school principals promoting long

term relationship between principals and between schoMgalker & Quong 2005). Thus,

Walker, Chan and Wong (2005) explain that adopting these types of leadership development
programms heralds a move towards the shift to a culture of more collaborative learning as an

approach to leadership development for school principals.

Kwan (2011) points out that, besides collaboration between principals and between, sisbools
Blue Skies progrars also important for transfer of skills and expertise. According to Kwan, the
programme brings on board experienced, competent, and committed principals whose wealth of
experience and weight of expertise, transferable skills and professional insighvisluaiee
assetdo the beginner principals. These assets are passt#uaugh coaching, mentoring, and
counselling In these ways, th&lue Skies programmaeitiative rates high as effective and

beneficial to the school principals.

However, the report dhe Blue Skies programme experimentation shows varied redldtker

and Dimmock (2006) reported thé#ie intensive and direct interventionsere a successful
strategy in terms of behavioural chanigetheir better management. However, theras no

uniform impact with regardo principals and school characteristics (Walker & Dimmock, 2006).

In the report, Walker and Dimmock (2006) assert that the overall effectiveness of interventions
limited to the districts and subdistricts were poor and had no hetenagyeffect. However, a

more interesting report perhaps was that direct and intensive interventions recorded more
effectiveoutcomeghan those at the district and subdistrict levels only. They therefore concluded
that the findings contribute insight to angg debateon the role of schogbr i nci pal sé6 ef
management for results their schools(Branch, Hanushek, & Rivkin 2012; Coelli & Green
2012; Hakanen, Bakker, & Schaufeli 2006
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Soini and Pietarinena (2011) observe that a most effective strafegieshool reforms is
through developing professional learning communities. The idea of working together
collaboratively and continuously is a wayitoprove teaching and learning practices in a more
effective way (Reichstetter, 2006) However, Naicker and Mestry (2016) maintain that
disconnections at school districts are more altogtinterrelationship between the educational
leaders, which hinder organisational learnifignerefore, Naicker and Mestry (2016, p. 1)
contend that i c haschpoldigrictthioegh systewvitewcoll@oration caulal

be the key to systemic i mpr ov doulectitescapacityT hey
building, joint problemsolving networking and system leadership, which might provide the
e ssent i arlstredgthéning the interconnections within the school digtfidaicker &
Mestry, 2016, pl). Thus, the Leaderghfor Learning Programmeas a systeAwide change

that argeted change more broadlythe school district level instead of targeting at gchool

levels.

2.7.5 SchoolLeadership Development and SysterVide Change

Fullan (2009, p. 48) clarifies that systeamde change occura t nal l schools sinm
This change can occur either at natwide, regionalor district level of the school system

(Fullan, 2009)Hopkins, (2011p. 10)explains théi s y s t e miota schooby peinting out

that a school does not exist in isolation, but as a part of a wider educationalosyitaitarly,

systemwide model acording to Harris, (2010) islevelopedupon the ability of all schools

within a system to subscribe to a collectolange effort by means obllaborating,connecting

and aligning their effortavhich will result in a systemic effect.

There is need to regnisethe difference between targeting any form of change at any level of
the schools. Eitheat the level within the scho@ndor at the level of the systeholistically,
where the priority becomes improvements within the whole system at large (msitifdels)

not only individual schools to flourish (Fullan & Leithwood, 201Raly andFinnigan (2011)
suggest that successful change effostisen it comes to school improvemenill require the
separatgarts of the system to form a netwarkconnectimsto providesupportfor each other

as a groupDaly and Finniga@ $2011) suggestionmplies that this trend of the whole larger
system instead of the pa#ds in individualkedschool approach to changadicates ashift in

paradigns in the history oeducational change.
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Given the historical pathways of educational change, there is an indication of a gradual shift
towards systemwide chaige. hitial effortson change emerged at the level of individual school
without theinvolvement of thedistrict office as an agent or unit of changgpeardo have been

flawed. Harris (2010) and Hopkingt al. (2010)argue that the model slows down the pace of
changeits unsustainability is questioned abhdcomesoncerning and targeted achievements are
limited. Accordingly, the stakeholdersespecially policypnakers have come to realise the
connectedness of the school system and the district that encourages promotion of links between
the district office andgchools within which aredynamicto the change effort®aly & Finnigan,

2011; Rorrer, Ska & Scheurich, 2008)

Oneof Fullan and S o ootiansbfsleaderdhip@évelopment in threentextsis system
embedded leamg which he argues is the most significant and it is an interactive leahahg
occurswithin the district. Within this notionyhile the process of clustering schools and creating
learning networks isnevitable,the communication and learniftappensbetweenand across

schools as well athe district office. Similarly, researets have fand that system leadership
promotessystemwide change as a strategy for advancing school improveniBoylan, 2013;

Fullan, Bertani& Quinn 2004; Hopkins, 2031Systemleadershigenerally refers o fiper sons
senior leadership positions, who extehdir leadership beyond their own school, with a view to
support or <change the pr act iBowan, @XL3psl2)hiolchle | e a
essence of this concept is the transfer of information, knowledge, skills, innovation, and best
practicea c r 0 s s t Haris,2918p 20400  (

Levin (2012 p. 11),reviewed past researabf systerawide change within théasttwo decades

and argues thdbr systerawide change to be successful, eight elements to consigertant

i ncl u dsetting, gpsiteed engagement, capacity building, effective communication, learning
from research and innovation, mai ntaining foc

as wel | as fAa strong i mplementation effort to

In engagingin systemwide changgeFullan (2001) cautions against using attractiwshortterm
improvementapproacheshat may not produce the desired resuéading toa worsesituation.
Instead,a report by Greenand Etheridge (2001) founthat for a systematic cange to be

effective it is reliant on practices thathange mindsets, promote critical thindginimprove
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relationshipbetweenall stakeholders involved in particular theions and districts, and move

away fom dictatorialleadership style taninclusiveapproach

Systemwide change is not without criticismin South Africa, fitwo systerawide change
initiatives were identified in literaturghe Systemic Enhancement for Education Development
(SEED) programme and the Quality Learning Project (QLP) in D® fdeisch, 2006p. 19.
Naicker and Mestry (2016) found neither stutd showna definite indication of a positive

effect of systemwide change concluding there is limited empirical evidence of educational
leadership development withithe system either at national, provincial or district level.
Similarly, the unproductive communication and leadership values affect collaboration between
the school leaders and district office (Johnson & Chrispeels, 2010). ab#s@ssuggesthat
excessivebureaucratic control, relational linkages and lack of communicdietwveen the
school district office and the schools can hinder change efforts

Chrispeelset al.(2008, p. 4)arguethati @ominant topdown approach from the district office
appearstoihnder or gani sTaasHapkina (2011) suggesthatgteadof a top
down practice there is a need to relearn the rmyrasing adifferent approeh such aottom

up practice whergy the principals become the driving force for the changeagpen. In this
case an improved relationshigtween principals and district officialgill be practisedand
promoted asboth partiesbegn to undest and each ot Ackoff 1993)amdal | e n g
Banathy (1992), viewing the above in light of the systémesry contendthere is grebenefit

for district and school leaders to work togetteebring about systemichangeas thesuccessand
natureof their relationshigs based on interdependend®hat this might mean ihatthe more
connected the prcipd and the district offices are the more the system is likely to benefit in its
movement towardsystematicchange.Hopkins, (2011) suggest the dangers of these could
promote isolated work practices among principadsulting in principals feeling helpless aad

lack oforgansationallearning.

2.7.6  SchoolLeadership Development and Effectiveness

Within the field of leadershipconcern ofleadership development and its influence remains
highly debatable. While some questithe needdr investing inleadership developmeasit is

believed to enhance leadership capability, improve efficiency, delivery, ability to change the
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culture of schools and improve the skills and effectiveness (CEML, 200®rs question the
significance and importanceof leadership training (Personnel Today, 2004). Crucial to the
argument about thenportance and neeof leadership development is the question of whether
you can train odevelop leaders. Early theossif leadershipbelieved that keaders werdéborn

not made, but subsequent models have questioned this statement, arguing that leadership
gualities can bemproved while working as a leadefhe existing view believes that many
leadership qualities cdmecome bettethrough welldeveloged and personal characteristlide
dominance while the ability to socisgito improve practicevill impact the type of leadership

style adopted

Consideringleadership as a process in a context where the relationships between the leaders or
followers are important than the leadership qualities of the individuals are the underlying
processes that give increased organisational effectiveéfaissis perhaps why many leadership
development activities are unsuccessful to achieve the sorts of outcomes tgsitease

participating in them

Raelin, (2004, p. 131ar gues t hat Nl eadership training t|
offsites is illadvised because the intent of most of this training is to put leadership into people
such that they can transform thems.eNhatéhs and
might mean is that if the goal dfaining is to put leadership into peopte a waythey can

improve themselves andmpact their organsation upon their returnleads to failureof the

training (Gosling & Mintzberg, 2004 instead that leadershimust be alignedwith the
organisational culture, context and objectiv@berefore,Burgoyne et al. (2004)suggest if

leadership developmert to be effectiveandachieve much expected outcomefort must be

puton increasing the quality and precisiather than theaumberof trainingsession$eld.

The reedto review the focus of joembeddedearning (Fullan & Scott, 20Q%as become
increasingly demanding, which Rhodes and Brundrett, (2009) ressmbas an area where
leadershp programmes appean struggle with making an impact. Thus, more frequent contact

with the school leadership development participants in traininggrammes before
commencementisncour aged (Rhodes & Brundrett, 20009)

about the programmseto change and for them to realthat the educational challenges that
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threatened the school culture and tiaxgay activitiesor challenges they face when it comes to
improving education is not justbout the issues of the schqatggoesbeyond the dwol. Being

limited to their local contexts, school leadership development participants are inclined to believe
that they alone faced complex challenges (Rho
effectiveness would equally imply making the papants become aware that the challenges in

their schools also occurred in other schools locally and internationally, and the key thing is to
provide and equip themselves fareeting the needs of their sch&olAs the demandor

leadership development increases; the more the level of demand is on increase, a new wave of
concerns advances dhe extent to which currerdvailable programmemeetthe needs of

schools and their orgasation

Taylor, et al. (2002, p. 366¢onclude thatit he gl obal chall endoes now
approaches to leadership education that are profoundly different from those that have served well
i n t h élowpvarsforilmproved leadership practices, trends such as shifting from the initial
ideas ofihowd and fiwha of leadership programmes together wiloblemsattached to
traditional approachesan have a great impadthusWilliams (2013 identifies ahugeincrease

in requestfor a more effective and functional postgraduate and short cargarofessional
education within university provision. Central to this trend is a shift towards more flexible
approaches tailored to the needs of every participating individual. Sublt according to

Taylor, et al.(2002)requires the reversal of many traoiital educational priorities: from theory

to practice, parts to systems, states and roles to processes, knowledge to learning, individual
knowledge to partnerships, and detached yaimalto reflexive understandinghe more the
purpose of leadership devploent is questioned tlggeater theconcernto creat more effective
leaders,and toenhane and provide programmes that will have a great impact on the leéders
effectiveness

2.7.7 SchoolLeadership Development and Relational Processes in Leadership

Smit (2014) reflects a departure from traditional management discourse which views leaders and
managers asndependent, discrete beings with individual agency. In applying a relational
orientation that begins with processes rather than persons, leaderslaip & s®/olving and as
constructed in processes (Smit, 2014). According to Naidoo, Naidoo and Muthukrishna (2016),

an issue often neglected in leadership research in the African context is the role of emotions and
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the dynamics of emotionality in relationptocesses and within evolving, fluid logallturat
historical contextsin a similarvein, Boler (1999) emphasisé®e need to understand emotions

as historically situated and socially constructed, as dynamic in its relationship to power, culture
and conext, rather than merely a psychgical and individual phenomenovian der Merwe and
Parsotam (2011jocused on the emotional dimension ofeadership and th&eadershipof the

school principal beyond the discipline lehdership andhanagement studies. Tmderstandhe
experience®f school leaders gained either during school leadership trasnimgthe context of
practice and enactment ofeadership (Lumby & Azaola, 2011), programmes of leadership
development need to take caogance of relational process and sources of leadership

experiences of school leaders.

Generally, thdeadership trainindginked to theconceptof leadership and management, such as
educational leadership, instructional leadership and transformatieadership,is often
examinedfrom acompetencdens, which fa$ to recognsethat current leadership competency
models contain outdated approaches that undermine their intended purpodseo and
Macbeath (2003) draw attentidga how generalmodels of competencesmamot be universé
applicable as they do not take into consideratactors that influenceschool contexts and
leadership practicesuch as cultural factor§hus, UhiBien (2006, p. 655) expreessa fAvi ew o f
leadership and orgasations as human social constructions that emanate from the rich
connections and interdependencies of og@tionsa nd t h e i r Smih €6id)eanr hero

study of female principalstakes the perspective that orgeational phenomena are
interdependent in relahal processes and share intersubjectiveninga. Therefore, Naidoo, et

al. (2016) argue for a need for more studies that examine the relational process and context of
leadership in order to capture the complex interplay of self and otherealstingin relation,

in process and in constant change.

2.7.8 SchoolLeadership Development and CeCreating Professional Development

Emphassingthe need for equal access to professiohe vel opment by rur al S C
in Australia, HardwickFranco (2018) argwgethat it is only when principals are supported can

they support studentshereby lifting education. The report by Hardwiekanco (2018)
acknowledges that though Australian research shows that teachers in the bush can accelerate to

leadership quickly andarly in their career, being an excellent teacher or being the only person
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in a small school who is interested in leadership does not make that person an effective school
principal. The job of the school principal requires skills that are in additioantb,different

from, thoseof a teacher. School principals work best when enacting educational leadership styles
that reference what current research enunciates and pin@smnisat is whadifferentiatesthe

work of the school principafrom that ofteaders Thus, HardwickFranco (2018) contends that

it cannot be denied that rural schools deserve quality school principals who are armed with
contemporary knowledge in educational leadership. Therefaseyecessaryor all principals to
haveconvenienticcess to professional developm@D), where the content offered in P2nd

the nature of the andragogy used to deliver thei RDinformed by peereviewed, evidence
based, international best practices (Hardwkcanco, 2018). Furthermore, HardwiEkanco

(2018) posits thadepending on the sch@bkcationthe job ofprincipalsseems to differ and, as

a result the provision of support to rural principals is failing in places like Australia. Australian
rural schoolsand principalsoperate in contextthat are differenfrom the urban(Hardwick
Franco, 2018).

Hardwick-Franco,(2018)poses a series of questiongvhich style or styles should we include in

the PD we offer school principals? Then there is the consideration of the Australian Standards
for Principals that people must meet in order to pass their performance review and stay in
contention for their jobs. Do we teach to the test, where the content of PD covers the elements in
the standards? We also need to think about ways the PD can addrelssniiiets that research

tells us are different in the country schools. Are these elements domestic violence, juvenile
justice, mental health, aboriginal education and of course, student learning? or are they
professional isolation, lack or resources, lawk access to PD, closeness to parents and
community, supporting teachers, the added load of tea¢hamgd importantly, how to fix the

toilets and the roof?

According to Hardwickk r anco (2018) , research i n princip
andragogy or ways of delivering PD, are more successful than others. Learning through
university as an example is shown to have more than average impastoatigtr at improving

student outcomes when compared with people not engaged in PD. Therefore, techanlogy
facilitate a different andragogy. Patrizio and Stdnanson extol the virtues of tliself-study

method. McCulla reminds us that mentoring and coaching are important in leadership
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development. The dynamic range of andragogy, or ways of deliverimgngacan be as
innovative as we can make them, given access to reliable IT, perhaps warranting the question,
which andragogywe should enact when offering PD to school principals (Hardwacnco,

2018).

HardwickFranco (2018) remarks that a range ofrses tell us that rural schooling is different

from urban, placing ugue demands on rural principalsidaproposes that the secret to getting

PD correct for country school principals is to work with thensdme up with modified content

of the PDand theandragogyused to deliver the PD, thereby ensuring it meets the needs of the
end user, the consumer, the rural leader (HardWwiekico, 2018). Through differentiating PD

for the rural context, rural school principals can create a palette of educatiaieakhep styles

from which they can draw upon to enact their daily work (Hardvcknco, 2018). Current
research, published in 2017, states tiiaal school leadership demands some sort of attention
different from their counterparta nd t h er ey af eseanch dnphaswspedstl d f oc us 0
(HardwickFranco, 2018). Thus, there is need to enact research and use the findings to inform

policy and funding decisions (Hardwi¢kanco, 2018).

2.7.9 SchoollLeadership Development and School Leader Expectations

There is a high expectation that leadership development is a solution to most educational
problems (Militello & Berger, 2010), and practically a way to improve conteated issues of

school leadership (Hallinger, 2010). Hence Chen (2010) argues that huget ahmyestment

in money terms of leadership development is to improve school leadership capacity. However,
according to Chen, Zheng, and Lo (2011), it is important to interrogate what intended return on
investment in leadership development yields by rdetgéng whether the expectations of school
leaders and stakeholders are indeed attained. Given that the continuing improvement of the
leadership skills and capacity of school leaders has consistently been seddgnimpact on

quality of education (Haltiger, 2010), it is only proper that leadership development expectations

of school leaders are met and that targeted resources are matched with not only the variations in
school leadership context, but importantly too, significaeddership challenges thabse

Il i mitations to | eadership capacity of parti c

expectations
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Zhang (2019) evaluates the leadership development experiences of school leaders in Chinese
schools and identified challenges arising fronfedént expectations of both government and
school principals. Drawing on a perspective of understanding the nuanced account of leadership
development, Zhang (2019) argues that mostly, the available and reliable leadership
development practices are chamm@dnthrough agencies with vested interests of maintaining
their relationships with government. However, these receive sponsorship from government but
hardly use any evidence to supporactices that arbased on empirical investigation (Li 2012).
Unlike practice examples drawn from the West, Chinese tradition is more interested in
promoting the works of renowned scholars using descriptive method as opposed to the values of
critical engagement in Western practices of leadership development (Zhu, Valckell@&sh

2008). Leadership developmefdr an example based on traditional Chinese assumpticag

be regarded more insignificant t o teddershis c hool

developmenpractices that drawn and invests in evidence froempirical data that relate need

to development.

Thus, failure to aligrthe quality of leadership developmei the context of practice resslin
outcomes such as difficulty of school leadership to support broader contexts of school
development. Despiteivkrsified leadership developments (Chu & Cravens 2012) that are
provided across contexts and using multiple providers, it is remarkable thateadstship
development programmese reported as not fitting and therefore hardly address the immediate
expectations of school leaders within their school contexts (Feng 2003).

2.7.10 SchoolLeadership Development and Sensitivity to Diverse School Contexts

Accordingly, Militello and Berger (2010, p .
of schoolleadership development programsseiggest a marriage between politics, legislation,

and the curriculum, designed to keep leaders abreast of educational reform, policy and change

but with littl e sens.i.fThewhat, the hovo asal asitrercatentf c h o o |

school | eadersdé training progr sdrivensocialy i i nf |
2007; Walker, Hu, & Qian 2012). For instance, Li (2007) reports on Chinese policy makers that
adopted what Bottery (2007) sees as a busiagés of leadership training with the hope of
improving education leadership practices and applying reforms to the system as a whole. Though

programme contents usually describe behavioural expawanstead of improvemeriittle or
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no attention is give to practice (Walker, et al., 2012). Yet there are complaints of dissatisfaction

of leadership development not speaking to individual needs of the school leaders and not
impacting in their practice (Gao 2012). However, the overall nature of leadersieipglaent

fails to motivate and meet the expectations o
persistence in theleadership developmeigarning (Gao 2012), and in that way contributes to

the confusion of school leadership roles in many exist for an example in the context of

Chinese primary school leadership administrative and management roles (Li 2007).

2.7.11 SchoollLeadership Developmentand Leadership Developmentramework

According to Walker, Chen and Qian (2008), the importance of s¢badérship development
framework cannot be overlooked. Leadership development framework is important for effective
school leadership developmemgrogramme evaluation. Great emphasis on evaluation of the
leadership developmepportunities and training praded to school leaders is to be achieved
using credible models and designs that are achievable using a framework (Walker et al., 2008).
However, some scholars argue that framework is unable to assist school leaders confront
everyday problemsinstead,the framework focuses on satisfying a checklist of reforms for
leadership practice (Tighe & Rogers, 2006). These weaknesses suggest fundamental drawbacks
to school leadership development. The absence of evaluative framework is tantamount to
promoting leadershidevelopment programmes that show little or no interest in daily challenges
faced by school leaders.

2.8 RelatedRecent Studies on Developing School Principais Leaders in Schools

While the changing context of education and expectations from school plsreipdecoming
increasinglyfocal area of educational leadership and management research, the debates and
practices are also strongly informed and explored from an international comparative perspective.
This review of literature draws on such perspestiand some of the work of semi@lademics

in the field of leadership development were discusséaisrsection.

Thestudy byEarley and Weindling (2004) posits ttshoolleadership developmers a career
long processas opposed to learning event tthast takes place at a time. This position has
i mplications for designing and i mplementati or

The work byHuber (2010) foundeadership development programmes require a long period to

63



complete in order to impwe leadership responsibilities in schaokhese practicegvolve a
combination oftheoreticallearning attertiary instituteswith practicalbased learning in school
sites. These programmes also make distinction
in the provision of their learning, in addition to makimgre explicit the aims and objectives of

programmes.

Huber (2011)alsoobserves a trend to distinguish experiebased learning, which is critiqued

as using schools as clinical faculties, from the more cehased learning. The emphasis of the
experiencebased leadership development is placed on extensive internshipswisita@md

project work. In their work, Mosset al. (2011) found that school leadership roles and
responsibilities are becoming reconceptualised. The study observed that school principals are no
longer limited to bureaucratic functions but are saddled withiepertoire of leadership
expectationsincluding assuming responsibilities of being the pedagogical or entrepreneurial
leader of the school, visionary leadership, creating a safe school environment, leading in school
improvement and so on. The study aiéghlights the contestations of the two terileaccessfud

and feffectived used interchangeably in school leadership without agreement as to what they
mean in context. Ingreement Bush and Glover (2014) emphsesithat there is need to
problematsewhat constitutesisuccessfu andfeffectived from an indigenous perspective given

that the meaningf what represents successful and effective school leadership is becoming a
global debate. Bush and Glover (2014) further argue that the various types of cuhteats

should inform whats known, and how they shapehool leadership practice. What this position
implies for school leadership development is particularly relevant to the discussions in this

current study.

However, Hallinger (2016) points out theogiing consensus oexistence ofa genericset of
leadership practices that amelaptableto the diverseneeds and constraints of differesethool

contexs. Jensen (2016) reasons that there is no guarantee school leadership development can
keep pace with @&cal school leadership practices, suggesting that actual leadership practices and
how they develop imply new ways of researching school leadership development both
theoretically and methodologically. In conclusion, Jensen (2016) contends that resedsch hard

reflects the variations in the working contexts, professions, and positions of school leaders,
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which necessitate the need filacus more onsituatedness (théhowo) of school leadership

development

Cobb, Weiner and Gonzales (2017) found thahe newmillennium, accountability and school
turnaround were the main pressures, often from outside education, that school leddsyship
which implies a need to develop school principals on how to cope with such expectations
demanded of their role. However, BgrJimenezet al. (206) catalogue some of the leadership
development approaches widely in use after 2008 to include pedagogical approaches, which
involve reflectng activities, detailed observationkeadership developmenrbasedon field
experiencesand andragogical methodsuch as life historiegliversity presentations and panels
reflective analyses, journals etdowever, in their analyseBush and Glover (2014) remark that
first, it is important toexamine school leadership in context, second, ther@eed to
contextualkse leadershipand third there is need tonot justimprove presentresearch methods

but explorenew approacheto enhanceunderstandingf how succadul leadership practices

respond and adapt in an alternative context.

Tang (2018)evaluateghe part government plays deciding the aims, methods and content of
the leadershipdevelopmentof school principalsTang (2018) argues that although the initial
aims were to progressively increase training effevtsatbecomes availableannotstand thdest

of time in terms of how efficient and effective the impact of the programme becbmasver

the crucial concern of leadership development should concewtnaieprovements that will

focus on improved leadership practices

Similarly, Zhang (2019p. 1) considersithe éectiveness of leadership development processes
in relation to school |l eadersdé needs wiot hin
The findings reveal that within the distridéadership development isldged at principal level

due to the pressure between expectation of how of the development and their interpretation of
their role as schogdrincipals Although they reported the most functional activities were school
visits and interpretation of policyitratives their concerns were more on why the huge emphasis
was given to classroom teaching and learning (Zhang, 2848)the study reported that much of
what the government is doing is counterproductive to school leadership development. However,

theseconcerns bring aboyioor outcomesvhich are determinant aspectsescribed as arising
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from aspectdeyond theopportunitythe leadership development progragsbring. As a point

of reference f act ors were seen to r estemh, fromftheipownt he i
|l ack of power and i npuenc-basedbdrrwaenhsthboesuppdits e nc e
and from | imited e\2@19,p4d).Thewmplicaidnieads taschapl leddérs a n g
believing that they neetb be developed to veew theirown reatword leadership development

andwork collaborativelyto devise improvementhey suggested thablicymakersshouldfoster

outcomes to leadership development encouraged in an idepsgd approach (Zhang, 2019).

In the context of SoutAfrica, areview of theliterature on policy and practice in the work by
Marishane (2016) surmises the need for a policy implementation infrastructure in view of the
introduction of the new policy for South African school principals, which will suppdrbac

leadership development. However, the contention by Christie, Sullivan, Duku and Gallie (2010,

p . 92) that it Aseems inappropriate to provid
and aspiring principals, regardless of the enormous €diftess in context and school
functionalityo provided the heuristic to unde

of the literature, and the gaps that informed the rationale for this current study.
2.9 Conclusion

The literaturereview chgter exploral what shapes a goddadership development of school

principals This review repremntsa fundamental contribution to the research. The review has
explored multiple conceptual understandings of school leadership develomiend) clearer

the scopestride of the literature rgarding the phenomenon of studyhe purpose of the review

was to inform my research, the focus of which was the concépso€ h o o | | eader shi pc

fundamental in my pursuit of exploring school leadership development.

The literatue review chapter wastructuredunder major themes and shbmessuch as
leadership definitionsand concept,school leadership, arttieories of schodkadershp such as
instructional leadership, managerial leadership, transformational leadershipbutbstri

leadershipandcontingentieadership were discussed.

The review highlighted that central to the core of school leadership development are a wide
scope of approaches, such as mentoring aradthing, portfolio keeping, reflective thinking,
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networking ad organic leadership developnt. | then moved on to review the approaches
specific to school leadership development relating to South African context. Furthermore, |
provided a summary discussion of related seminal research studies on developing school
principals as leaders in schools. Tiext chapteputlines thetheoreticalframework thaiguided

this researclstudy.
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CHAPTER THREE
THEORETICAL FRAMEWORK

3.1 Introduction

ChapterThree discusses the theoretical framework of this studyChapter Two, existing
literaturerelated to this study was thematically reviewed, @highlighting the pertinent gaps in

t he approaches to school principal sé | eadersh
literature that together with the theories discussed under this ticabreamework chapter

informed the analysis of this studyhe purpose of this chapter is to discuss the key theories that
guided this study providing the lens to problesiag and understanding the phenomenon of
schoolprincipal® | eader s htip thad comextl 0b Pontle African school education

system.

Three theories are complementarily used in this study. The theories @edutil ways that

juxtapose their contextual relevance to the discussion. The three theories adopted for the study
are Scciocultural Theory by Vygotsky (1978) that particularly emphasidske concept of BD

and MKO, Kr et zmann and McKnBagedThéesor ff 1 ®n3d) KAsoswd tess 6
Adult Learning theory This chapter begins bynaking a synopsisof why a theoretical
framework in a research study is necessary and follows this with an outline of each of the three
theories discussing their origin, development, utility and critique. The second section of this
chapter outlines how the theories were appbed used within t study The lastsection

discussethe chapter summary and conclusion.
3.2  Why a Theoretical Framework in a Research Study?

According to Clarke (2005), a theoretical framework is a unique way of abstractly thinking about
or looking at the world. In elaboragnfurther, Clarke (2005) explains that the theoretical
framework is used in a study to connect the parts apdotdde a lens through which the study

will be viewed and certain aspects of the phenomenon under investigation understood. In
emphasing its utility, Forde (2010) argues that a theoretical framework is a mechanism which
is under control, rather than out of the control if it is to be of great benefit to the quality of the

study. Thus, the theoretical framework is deemed a vital component sfutlis
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According to Clarke (2005), theories often intersect, conflict, collaborate, complement and
challenge each otheWhat this implies is that though there might be inherent tensions and
assumptions underlying each theory, theories can be combindat@rght under the control to

frame a complementary theoretical lens to a phenomenon, whicls itek@derstanding more

explicit, and enables a better and deeper knowledge of it. The rationale for the use of the three
theories in this study is to enable a close and intently observe the various resonances of the issues
under investigation, in terms ¢fhe ways school principal sd | eac
and rationased in the literature. Furthermore, it is to enable a nuanced expouwidimgschool
principal sbo | eader ship devel opment wi thin t h
reseach. The section that follows discusses an outline of each of the three theories in question.
While clarifying their importance, the discussion also explains how reinforcing their
interdependence and overlapping nature, asediiin this study, is apprapte.

33 Vygotskyods (19ThBoyy Soci ocul tur al

According to Turuk (2008)Sociocultural Theory{SCT) argues that social interaction plays a
fundamental role in the development of cognition given that meaningful learning occurs when
the individual involvesttemselves in social interaction. Accordingly, Vygotsky (1978) explains
that though biological factors constitute the necessary prerequisites for basic developments to
begin, socioculturablementsare essentiafor basicnatural process to develop. Turl2008 p.

247) considers thesococultural settings as amfluential determinantin the improvementof
advancedforms of human mental activity such &egoluntary attention, intentional memory,
logical thought, planning, and problem sohdngVhat this imples is that social interaction

paves the way fodevelopmento happenandgreat awarenessf improvements awell asits

impacton cognitionbecomes the outcome of socialisangd sociabehaviour(Turuk, 2008).

Social relationships improve and lead to cognitive developrmemd, thelifelong process of
development is seeid bedependent on social interactig@haiklin, 2003). What this means is
that as communications between the individuals improve, the socwalisdtectscan positively

or negativelyaffectthe learning process of individuals. Crawford (1996) argues that by making
the connection betweean individualand the sociocultural contexts in which therygage in

shared experiences, the focus\ofgotskyo s (197 8) theory was on ad\
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context in which learnertake up the lead role glay an active role in learningdausfather
(1996) argues that SCT primarily explains that learning process in an individa#fected
during the socialsation processand that consciousness or awareness isesult of the
socialsation This means that the talk between peers or athalpgpens for communication to
take place After the interactiorwith other individualspeers or adults tend edoptwhat was
communicated. What this implies in view of SC3 that social interaction enhances and
promotes the cognitive development procelsus, SCT promotes the context of learning in
which the learner takes the lead role in the process of leafdmgever,the integration of
intellectual functioning to social environment and the central ideas of SCie cenZPD and
MKO (Vygotsky, 1978).

3.3.1  Origin and Development of Vygotsky €1978) Sociocultural Theory

The sociocultural theory of human development sléteck to the intellectual works of the

German philosophers in the 18th and 1@#mtures championed by Hegel and Spinoza.
Sociocultural theories are also influenced by the works of Marx and Engels. However, a more
direct influence in the development ofetlsociocultural theories is the work of the Russian
researcher Vygotsky and his coll eagues Luria
Vygotskybés influence on sadeeplyogaificant ewen dghbughthee or i e
died at a young agof 38in 1934Vygot skydés short but producti v
influenced by the Russian Revolution (Valsieeral, 2000). SCT, developed by Vygotsky and

his colleaguess an important offshoot of the sociocultural theories that are raotedrxism.

Other related theories are the social theory, and the cditigtarical activity theory. Lantolf and

Poehner (2014) suggest that SIC&mphasis is on the understanding of human developmental
processes, but it also prompts action inquirias seek intervention in creating the conditions for

development.

3.3.2  Zone of Proximal Development

ZPD is the distance between a | earnerds abil
wi t h peer coll aboration and tolileen intepemdemide r 6 s a
(Vygotsky, 1978 p. 57. iThe common conception of the ZPD presupposes an interaction
between a more competent person and a less competent one on a task, such that the less

70



competent person becomes independently proficient at whahitrally a jointly-accomplished

taslo (Chaiklin, 2003 p. 9. ZPD, accordingto Hausfather (1996. 19 is thefdistance between

the actual development level as determined by independent problem solving and the level of
potential development as determdnéhrough problem solving under adult guidance or in
collaboration with more capable perés Sincero (2011) asserts, a learner can perform a task
under adultsupervisionor with peer supporthat could not be achieved alone. This assertion
implies thatthe ZPD bridges the gap betwepnor knowledgeand what carstill be learnt
According to Vygotsky (1978)learning occursn this areaas social interaction profoundly
influences cognitive development that is a level of development attained when ogeseimga

socialbehaviour

3.3.3  More Knowledgeable Other

Completedevelopmenhof the ZPD isdetermined bysocial interaction (Chaiklin, 2003More

can be achieved within a shorter time given the support of an adult guidipger support
compared tovhat can beachieved alon@nd the zone focusets attention on the relatichip
exiting between instruction and development (Sincero, 2011). The MKO is any persois who
more equipped to mentally support or understand rtesle, process or concepts compared to
whatt he | ear ner 6 s (Harland,a203; Boolitley1987) fhes meaghe MKO can

be anyone including and not limited to the teacher, coach or olderladuihe MKO could also

be peers, or a younger person. SinceZb® is the point where leany takes placet can be
explained as the turning point where the differenceursbetween the ability of the learner to
perform a specific task under the guidance of
independentlyTuruk, 2008).

Tradional | vy, schools are meant for teachers to
providing the knowledge for the learners and peers. However, Vygotsky's (1978) SCT theory
advocates that thteacher and learners during collaboration psadidifferemthing to the usual

norm (Hausfather, 1996). Thus, Sincero (20Xkl)ggest instead of a teacheencouraging

repetition and rote learninfpr future use a teacher shouldooperatewith learnersin the
knowledge creation process in ways that studentremtetheir own meaniniyl learningof it.

Hausfather (1996) indicates that in a practice such as suggested in the foregoing, the learning

becomes anutualinvolvementboth for the students aritle teacher. Haustagr (1996) further
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states that individualeho are partof peer learning or in instructor giedteachingmust share

the same objectivet® enharme the ZPD. It isimportantthat the partnerbegin the process of
learning been aware of different developmental stages by the ‘egletindividualidentifying

the lower leveld n d i v ialdlity éHausfather, 1996)This process according tdausfather,
(1996) andDriscoll, (1994) can be unsuccessful if the higharel individual disregards and
dominates the interaction during the learning pracéitmately, the theoryclarifies the
significance of the learner as an active role player during the teaching and learning pnocess.
addition, the process of learning will happen at a faster and more efficiently if the individual
takes the active rolavhich impliesthat there is a great importance attachedetmgnsing

|l earnersd prior knowledge asolvern active meanin

334 Rel evance o(1978Y)SogiacultsrdThemry in the Study

Vygot skyos t heory was olupsreipals!| perceptionsuaf feadership t h e
development as shared learnitigrough which as a community of practitioners, they see the

need to learn from and scaffold each other in their leadeddplopment. This notion of
leadership development by thehsol principalslends important insight to how school leadership
learning can be problematised and therefore was appropriate lens to ttabkimgthe type of

school leadership development learning that is suitable to the context of the sataphigri

335 Critique of Vygotskhiéosy (1978) Sociocul tur:

Chaiklin (2003) argues that the ZPD fails to explain how the process of development takes place

or occur s. Similarly, Lui a n ASCTMakestogneasiceof 2 0 0 5)
the collectveat her than the individual role ism deve
that knowing is relative to the situation in which the knowers find themselves. Thus, the theory
falstorecogge t he i ndividual és abil it yeirtcapabiitycdd e abo
personal understanding (LW Mathews, 2005), for instance gifted individuals and child

prodigies.

Again, Lui and Mathews (2005) argue that there exist differences in the skill sets for each
learner, and therefore there are different learconstraints. For an example, learners with
learning disabilities, accordingly might not experience the same learning from group interactions
as those without disabilities (Lui & Mathews, 2005). Thus, Lui and Mathews (200&)jse
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Vy got s k guliusal trearycas not encompassing enough to apply to all social and cultural
groups wholly and equally, and in ways that learners are able to gain the same meaning from the

learning engagement. Furthermore, collaboration and participation vary from oner léar

anot her . Accordingly, Ball ard and Butler (20
el ement of instructed | earning awakens fa var
soci al i nt eOrmarad (201@)nagust MAhus Vygot skyds descripti
processes is vague and speculatiall, Vygot skydés theory implies

motivational factors are interrelated in development.

Related to the present study, a limitation to Vygotsky'S $izory is that it is not ablée
recognsethe differences in the context of learning of the learners (LMa&hews, 2005), and
therefore how the adult learner is different as a learner, and what constrainé ladutiag,
including thefihowo, in theway they learn differently, are hardly accounted for within its remits.

To address this limitation, Vygotsky's SCT was complemented with the Knowles (1984) Adult
Learning Theory through which an understanding of how adults as learners, learn differently
from children and adolescents was explored and espoused in the study to understand the school
principal®desires for their leadership development learning.

3.4  Knowlesd(1984) Adult Learning Theory

Knowl es AAdult dle@rBing )heory provides a structure farnderstandindgiow different

adult and child learning can occiirotter (2006) suggests that with adult learners, teachers need
to care about theealinterests of learners instead of focusing on what they (teachers) believe are
t he | ear ne rowlédgeiohatudt tearrsng theory Kelps instructors to be more effective

in their practice and more responsive to the needs of the learners they serve (Carlson, 1989).

Adult learners according to Kenner and Weinerman (20ht¢ always equipped with prior
knowledge, experiences and learning styles that may bupsbtved achievements genuinely
rootedcultural/historical beliefshat canobstructlearning. Adult learners provide opportunities
for their educators to embrace their life experiences and wistlbay are also likely to be more
task and goaloriented (Knowles, 1984). Kenner and Weinerman (2011) suggest that the
experience adult learners briggzes them the opportunity to take an active or lead role during

the learning proces3hey further arguéhat there is need to frame learning approaches in ways
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that allow the adult learner to see the purpose of the exercises to avoid resistance in the process.
Knowles (1980; 1984identifiesandconcededhat severahaturaldynamicsimpad on learning

which affects low adults learn differently from childretunderstanding such factoraccording

to Carlson (1989)could result in guided interactions between the teacher and learner, which
involves a process whereby thearner,is able to develop his or her own potential. Knowles

(1980) describe the factors that influence how adults learn as including adults-disestdfi
learnersadul t | earnersdé wealth of expeadultdearcess t hey
enteging educational settings ready to leaadult learners as probleoentedin their learning

and adult learners as best motivated by internal factors.

In attempting to differentiate thmannerin which aduls and children leariKnowles (1980)
popularsed the concept of andragogy. Andragogy is a term used initially by European adult
educators as a parallel to pedagofiy.is the art and science of helping adults learn while
pedagogy isthe artarsi ence of hel pi(Gogdnighth Owerd & Zikel, 1999 a r n o
p.43). The andragogy model, according kécCray (2016, places more responsibility for
learning on the learner than on the teacher. Funiiidr,age and more experiences in life adult
learners Bve more to offer when it comes to learninbgereas younger learners areliant onthe

adult learner as thdyring little or no experience to the educational activity (Blondy, 200%.

adults pull from their extensive life experience, it continues to grow and consistently serves as a
resource for leaingd (McCray, 2016 p. 18, and they become also a rich resource for one
another.

A

Knowl esd (1984) concept asthdaduitldanerdbecome aldemheyn g s u g
become morecapableof being seHldirected die to their experiences and pastowledge.
Furthermore, their readiness to and interest in what to learn could be triggered by effective role
models, what interests them, what learning they would like to engage with more deeply and what
they feel they nakto learn (Blondy, 2007)internally motivated factors such as sedteem,

better quality of life, recognition and an improved swlhfidence/sefactuaisation have led

adult learners into an educational engagement with an orientation of learnirngdlii@eards
life/task/problercentred learningCarlson, 1989).
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3.4.1  Origin and Development of Knowle$(1984) Adult Learning Theory

Malcom Knowles (1913997) is themost prominent exponent cdédult learning theory

ot herwi se ref er r Addlt ldaroing arsd adula eddcatiarg becamed an area of
emphasisduring the second half of the twentieth century in tHA. In the 1950s, Malcom
Knowles, as a prominent voice and a major figure in the Adult Education Association began to

write his popular works omformal adult education.

According to Smith (2002, p. 1Knowle® wor k was aevelop & Wistintcpve At o
conceptual basi s f or @&hd adult leamidgutiearyt became aamdely | e ar
used concept, alongside other work&Kabwles hat included works on setfirection and group

work, which were co-authoredwith his spouseHis work on adult learning was particularly
significantin shifting the orientation o&dult educators from focusgnon educating people to

emphasis on helping threto learn( Smi t h, 2002) . Mal com Knowl es o
differently to children and therefore, the way adults learn should be studied as a distinct field of
enquiry different from pedagogy. Smithf (2002
curriculum making and behaviour modi ficati on

objectives, enter | earning contracts and so o

3.4.2 Application of Knowles6Adult Learning Theory

Knowles (1984) was useful in this present study as a lens throuigh whvas possible to
understand different ways and learning styles the school principals desired in their leadership
development. This enabled a clearer grasp of what leadership learning for the school principals
implies for understanding and supportitiggir school leadershigevelopment needs as school
principals in the context of this study.

3.4.3  Critique of Knowles6(1984) Adult Learning Theory

Knowl es 6 (Le&r8hg heork @ aritiqued in the works dfennant (1988 One major
criticismo f K n d\dult leear@ingTheory is its lack of clarity on wheth#ris wasa theory or
set of assumptions about learnif@mith, 2002),or a model of teachingHartree 1984).
Accordingl vy, Tennant (1988) ar gu e within daclear Kn o wl
and reliable conceptual framework. In line with these, Smith (20024)pfurther notes that
Kn o wlAdul IcearningTe or y fAhad a number of i mportant i
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tempered by thorough analysis, they were a hostagertionéi they could be taken up in a

hi storical or a theoretical wayo.
35 Kretzmann and McKniBgshdAgpwaclf 1 993) Asset s

Assetsbased community development (ABCD), is the concept of absstd approach
expounded by Kretzmann and McKnight (199@hich f ocuses on a gcommun.i
assets and on its capacity rather than the deficiencies or deficits. This approach assumes that by
focusing on its assets and capacity, the community will see and leverage development using its
assets(Kretzmann & McKnght, 1993). Thus, Kretzmann and McKnight (1993) explain that

ABCD is a systematic process for identifying and detailing resources (both individual skills and
organgational resources) and strengths in a community. ABCD focuses on the successes and
small tiumphs of a community by working on developing these assets more, instead of looking

at what is missing or negative about the community (Haines 2009). This suggests that
community development should begin with argansed assessment of the assets thastexi

therein.

In the work of Beaulieu (2002), ABCD is explained as an approach that uncovers and expands

the knowledge and skills of people in the community while not ignoring the problems within that
communi ty. |t focuses on dliteseintally, mathernthah pyro s st
discouraging aspects, to provide a positive perspective of the community. In line with this
assertion, Kretzmann and McKnight (1993) empdmshat ABCD fosters the building of
interdependence by its approach, which isdentify ways that people can use their talents
positively and use that to empower other people. Likewise, Mathie and Cunningham (2003,
p.474) surmise that ABCD:

félies within the premise thatsetopdevepghee i n
developmentprocess themselves, by identifying and misinifj existing but often
unrecogrsedassets thereby responding to and creating local opportuiities.

The ABCD approach buils on the assumption that people have strengths ahbilities
Therefore, recognition ahese strengths and capacities is a key motivator for taking proactive

actions (Ammerman & Parks, 1998).
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In the ABCD approachpersonsvho leadthe process ofrowthin their communities recogse

the potentials within the communities and opportunities available in the community (Mathie &
Cunningham, 2003). Further, ABCD as an approach stressespgbgantpartplayed by formal

and informal associationsystemsandthe socialationprocesses lween contextually located
talents and external opportunities beyond the corfnetzmam & McKnight, 1993). Thus, the
ABCD is a bottoraup method that redirects the emphasis from alefault view to an
empowermentview by mobiising various assets to bringbout positive change (Eloff &
Ebersohn, 2001).

ABCD recognseshidden and unrecogsedassets within the community. In this way, ABCD is
seen as an approach that particularly draws
flexible approaches that cdre used by community members to identify and link assets of the
individuals, andto stimulate a sense of pride and possibility (Eloff & Ebersohn, 2001).
Furthermore, Kretzmann and Knoight (1993 p. 9 suggest thatABCD recognsesthe capacity

of individuals as the foundation for community building whereas traditional approaches, with
their focus primarily put on deficits, often neglect individual capacities and this results in weaker
communities. Advocates of the ABCD approach contend that the nRbas@ approach has
numerous detrimental effect@\rtimerman & Parks, 1998Kretzmann & McKnight, 1993
Mathie & Cunningham, 2003) compared to ABCD approach. Tamarack (2003) observes that
ABCD empowers the communitp drive their decisiomakingability and encarages them to
remain in control of their existing resources and build their social capitah again, Goldman

and Schmalz (2005) surmise that thien of recognsing assets is to empower communky
identifying and making use of their abilities to grow their-sellance and be able to grow and
take control of their transformatioherefore, in placing the focus on the inside, rather than
outside, ABCD puts community members in contr@bnsequatly, the development of the
community is seen in this approach torbkant upon the community itself, and a direct result of

the power of the individuals that make up the community (Aigner, Raymond & Schmidt, 2002).

3.5.1 Origin and Development of Kretzmann aad McKnight® 1993) AssetBased
Approach

Kretzman andMcKnight (1993) developed ABCD in response to the need for integrating

community with a common interesto achieve positivetransformationusing their own
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knowledge, skills and lived experience of tlssues they encounter in their own lives and or
context. Ammerman and Parks (1998) claim that every individual, if given the oppqgrhasty
something to contribute, even though it may not be nsebil yet. However, before the
development of this apprdady Kretzman andvicKnight (1993), there was the neebased
approach. Within the practice of nedussed approach, governmental agencies and baahids,
NGOs, among others external to the neighbdmods schools and communities survey needs,
analyse diffi culties and identify solutions to meet those needs. The Hesslsd approaches

imply that communities seek outside assistance rather thhouse skills and abilities. In
addition, the approaches imply that communities encourage their members to foeusnntize
weaknesses and inabilities by giving opportunities to outsiders to fix their problenasn@bok
Schmalz, 2005). Needsased approaches according to Mathie and Cunningham (2003), do not
only undermine the abilities of the communities in questom also result in lack of sustainable
solution to the problems that exist and continue to resurface because they are not addressed
holistically. This implies that external financial resources and programmes are administered by
these agencies to meet augglingn e i g h b o uwmeetlsoThel @racess and outcome of the
needsbased approaches tend to place emphasis on community weaknesses and inabilities,
without taking into consideration capacities, abilities and gifts of every person in the community.
The tendency to focus orfaults and inabilities create the notions oinadequaciesas an
unfortunate byproductof different consequencéisat discourage community membéBgaulieu

2002; Goldman & Schmalz, 2005)urther the needdased approachesffer a skill for
identifying needswithin, assigningneeds in order oimportance targeting resources to help
resolve problemswithin the communityand leading to the impression their community has many
shortcomings (Beauli eu, 2 0 Wize is ofteanmegatdd iared theva y
opportunity to havea voice in determining howoncernswithin a communitycan best be

addressed is lacking.

3.5.2 Relevance of Kretzmann and M&nightd s ( 1 9 9-B3sed Appreaeht ts the
Study

Kretzmann and Mkgnightd s (1 908y 3pyovideédhee useful lens used in this study to
complement Vygtsky's (1978) theory and Knowlés(1984) theory in developing an
understanding of the school principat®nceptions of their abilities for leadership development

learning that exds in a pratitioner community. It provided a framework to understanding the
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school principal@view of themselves as not just capable of learning from each other as adults,

but importantly so, by seeing themselves as assets to that community; implying that their
experiences and previous knowledges, as school principal practitioners, were perceived as
invaluable to targeting their individual and or collective leadership development projects.

3.6  Putting the Theories Together

In the present study, the active involvementhaf school principals in the processes of deciding,

and the enactment of their school leadership development is advocated. Drawing on the
theoretical framework using the three lengesvided the tools of analysis through which school

pri nci paipsédvelopneeat dvasrcantextually problematised and interprétesl lenses

were Vygotk y &GT in understanding how school leadership development is perceived as a
learning process involving scaffolding and support amongst learners; Kidgvdel Learning
Theory in understanding the school principal
|l earner s; Kr et z mAgsetsBased Ttheoriylin Kinpackjng tthé gerception of
themselves as practitioners in community with lived experiences of theiiceraod knowledge

considered as assets in their community.

Usi ng Vygot s koguldusal thedry9 tie8dynansiconature of the interplay between what
each principal as a peer brings to the | earni
learning, providsa Vvi ew of the principalsd | eadership
interactions with others, particularly as adult learners (Kenner & Weinerman, 2R )s the

actual process where learning takes place while resagnwhateachprincipalcan do alone and

what can be done with support/collaboration from peEng use of ZPD and MKO enabled a

lens on how the scho@ r i nci pal s6 understanding of their
learn from each other onceptuabed. They bare ideas on school leadership needs; how these
needs can be met, supported through MKO peer

meaningful learningvereseen to baignificantto their leadership development.

In using the Knowle®(1984) Adut Learning Theory, the school principal as a member of a
community is recogsed as having knowledge, skills, experience, and competencies that are
valuable assets that warrant recagrg their previous knowledge and what they bring to their

leadership dvelopment learning. Thefrerceptions of importance of valuing their prior learning
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and experiences relevant to school leadership context and challenges of their various schools
werehighlighted. In being recogsed as adult learners; individuals withestgths and assets as
members in a community of peers, the school principals, as individuals and as a collective, desire
personal investment, ownership of responsibility, and involvement in processes of identifying

and targeting their development needscimal leaders.

In using Assetd8ased Theory, the concept of commuriit this present study adop#attessich,
Monsey and Roy odsfinitionl & @ommunity .asip&plg who live within a
geographically defined area and who have social, physidalyaly religious and psychological

ties with each other and with the place where they live [and]@drk addition, the concept of
community assumes an understanding dearning communityandafic o mmuni ty of pr a
in whichindividuals within thecommunity as peers, brirggstrengths and weakness that support

and are supported by each other. The community of interest in the study is the school principals
who live and work in schools in ondistrict of KwaZuluNat al . The school
conceptims of community that focus on community assets and strengths rather than problems
and needs, implied a shift from notions of leadership development as extraneous and externally
driven to emphasis on inwatdoking approaches, which have to draw from withire

community of practice.

Furthermore, the concept of communitys appl i ed her e, all ows for
the determination of the direction of their leadership development, which means being involved

in deciding their own learning goalsich activities, and being able to share ideas, experiences,
and learning from practice through interaction as a community to support and strengthen each
other (Conrad & Donaldson, 2011).

3.7 Conclusion

This chapter discussed the theoretical framework usededsrth for the analysis and discussion

of the phenomenon of school principalsd | ead
African school system. It first explored the importance tieoretical framework in a research

study and moved on to discub® three theories used as a lens through which data is interpreted

and analged. These theories described how adldsrn as learners in pedearning or

community of practice. It examined the influence of the environment or context on how the
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challenges of practice and conceptsalons of school leadership development needs are
understood and problemsdd by the school principals. It allowed for a view that provides an
understanding of what constitutes learning, and hdakes placeintee ms of school pr
leadership development. The theoretical framework warrants advocating for relevance of context
and practice experience as critical to learning and highlights the need for the voice of the school
principals in understanding and enpreting their school leadership development needs and how

these can be met for them as adult peer learners in a context of community of practice.

This study drew on Vygot ssingtliesonceptscof Z4°D antd MKOr a |t
as complementary r a mewor k wiAddit Ledrnimgwheerys éand Kretzmann and

Mc Kn i gAssetsBased Theor y used i n exploring t he sc
development; what it is seen to be, what their experiences of leadership development are, and
what their deises for school leadership development are thought to be. These theories thus seek

to challenge dominant practices trarie typically rooted on the assumption that leadership
development programmes are better developed externally from outside of the |selieos
themselves. Additionally, the use of the theoretical framework in this chapter suggests an
intersectionality of learning, practice context and learning needs with aspirations of school
leadership development that the school principals desire tfidnisfore suggests the need for an
inward-looking approach to school leadership that takes a shift away from-sizefs-all, or

mix-andmatch externally driveprogramme® f s chool principal s0 | eade
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CHAPTER FOUR
RESEARCH DESIGN AND METHODOLOG Y

41 Introduction

ChapterThree of this study discussed the theoretical framework. This chapter explains the
research design and methodology. First, it explains the research paradigmt piedens the
research design. This is followed by a discussiothenways in which | negotiated agdined

access to the research sites and the participhttien explain the sampling strategy | used to
select the school principals (participants). From there, | describe the data generation instruments.
Thereatfter, | gplain how datavere analysed. After that, | discuss trustworthiness and lastly, |

discuss the ethical issues.
4.2 Research Paradigm

The term paradigm has its origin from the Gr
(Kuhn, 1962). It was first used by ThosKuhn to represent a conceptual framework shared by

a scientist. This framework provided them with a convenient model for examining problems and
finding solutions. Kuhn (1962) defines paradigm as a research culture that involves a set of
beliefs, values rad assumptions regarding the nature and conduct of research, which a
community of researchers commonly share. Mertens (1998,)p. vi ews par adi gm 0
looking at the world, composed of certain philosophical assumptions that guide and direct
thinkingg and actionso. Kinash (2006) opines that
collections of beliefs that wunderli e oneds r €
(201Q p. 43 explain afiparadigm as a set of assumptions, concepts, valndspractices that

constitutes a way of viewing reality

A research paradigmimpactson the way knowledge is studiednderstoodand interpretedh the

social sciencdield. According to Chalmers (1982), the research paradigm is about certain
assumptions and laws and the meticulous use of these in research within a scientific community.
In line with this assertion, Taylor, Keode and Roberts (2007) and Wilson and @I$2006)

posit that the research paradigm, within the social science fields, is understoodbatiethe

system, world view/framework that regulates the research inquiry in a discipline; underpinning
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the lens frames, assumptions and guiding the proceadepted in accomplishing a research

study. The researcher is usually confronted with the choice of making research decisions
regarding processes and procedures agree with the research methddohogling the choice

of the research paradigm in a reseasttldy, the researcher is seen as setting the intent, drawing

on the motivation and expectations of research, which subsequently guide and regulate what
other choices and decisions that are made regarding the research approach, design and methods
(McKenzie& Knipe, 2006; Mertens, 2005).

4.2.1 The Research Paradigm for This Study

This research study is positieah within the interpretive paradigm. Some scholars refer to
interpretivisn as constructivism (Robson, 2002), as they both acknowledge the multiplicity of
knowledge; however, interpretivism focuses on meanings that individuals attach to their world,
whereas constructivists focus on the construction of that meaBotgef,, Manion & Morrison,

201]). Jacobs and/anzi (2000, p. 36) contend thata n i n d i peiiedce & |lad activee X
process of interpretation rather than a passive material apprehension of an external physical
worl do. A ¢ ¢ constiuictivigt vidwpothe twbrlel does not exist independently of our
knowledge (Grix 2004). Interpretivism affirms #h constructivist view of reality as a social
construction of the mind (Cohen et al., 2007), and therefore operates on the agsartieality

is subjective, multiple and contestedh i ch i s a contr aswofdbjecdivem t he |
reality (Gula & Lincoln, 1989;Mills, Bonner, & Franci2006). According to Mack (2010), the
interpretivist paradigm is based on relativism, whigdws reality as subjective. Interpretivism
comprises fiphenomenological sociology, philosophical hermeneuticsl aonstrationist

per spe(Buu, 208s 0

The interpretivist paradigm places emphasis on the subjectamctions betweemyself ashe
researcher and the researched in ways that enable flexibility and prolonged studgatuthke
environment of the resedred (Cohen et al., 2007). In this way, it makes it possible to gain in
depth and nuanced explorationagbhenomenonin the interpretivist approach, meaning is seen

as embedded i n t he p &ciltaiedthropgh hisobherovwe ygoptiomse n c e s
(Merriam, 1998 Scotand, 2012; Tuli, 2010 Goodsell (2013) observes that in the social
sciences, interpretivism is commonly applied in research studies, and claims to understand and

construct meaning drawing on the subjective experiencesalify.
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Further,fi] nterpretivismpr ovi des a framework for researcher

beliefs, values, meaniagaking, experiences, attitudes and -stlidying (Cohen, Manion, &
Morrison, 2007 p. 354. It is foundedon theunderstandig that in order to appreciate meanings
which people attach to their realities, this reality should be socially const(&etglish, 2006).

Based on the focus of the studlye interpretivid paradigm wasppropriatefor this studyas it
allowed me towork with methods that provided the school principals the opportunity to talk
about their understandingf school leadership development, httvey experiencedeadership
developmentprogrammes, and whawere their desired school leadership development and

needs, and why.

Given the interpretivparadigmemphasis on understanding realitidg participants were given

the opportunity to talk about theleadership development processes and methods, they drew
from their experiences. In interrogating previachool leadership development programmes

and practices, reflecting on experiences, and concegihgldesired needs. Their desired
leadership development is one that attends to the needs and challenges as school principals in the

context of their practice

Blanche, Kelly and Durrheim (2006) explain that in every resestigiy the research paradigm

is considered from the three dimensions of ontology, epistemology andduoletiy Willis, Jost
andNilakanta(2007) affirms that the research paradigompries the three dimensionshich
involved an interlaced system of practice and thinking, define the nature of the enquiry and the
sters that are taken in the process. Each of these dimensions is discussed in detail below.

4.2.2 Ontology

According to Okeke andan Wyk (2015),ontology is concerned with the nature of what exists

in the real world It focuseson the nature of realityOntology obligates theesearcheto ask
guestions such asWhat is the trut®? AiHow do we know that something is réalRealities
within this dimension are those which are conceptWdhile the critical paradigm aisto
critigue and advocate to transform the dominant structures within the society, interpretivist
researchers seek to interpret, understand social reality as multible @€ohen, et al., 20)1
Denscombe (2002) argues thia¢ followers of thenterpretivist ontological position see reality

as a creation and interpretation of people. They understand and make meaning of realities in their
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minds that is they focus on manings that individuals attach to their worfsuch realities are

influenced by theontext and experiences of those who construct (Garba, 1994).

Within this dimension the interpretive paradigm refutes that objective reality exists and its focus
is on discovering the multiple views of all the participants in their natural cofitetning, et

al., 2004). These multiple perspectives araadlycconstructed (Mertens, 20p9nformed by the
instructional leadership perspective, whistbased on the notiathat instructional leaders make

the qualityof their instructions the top priority of the school and attempt to bring vision to the
realisation | madean assumptiorthat participants would desire a leadership development
different from what they have be used to. | portrayed multiple realities of participants by

employing multiple quotes of their own words which highlighted their various perspectives.

4.2.3 Epistemology

This has its origin in the Greek wordsepistemewhich meanknowledge (Krauss, 2005)nd

logos which means knowledge, information, theory or account (Duberley, Johnson, & Cassell,
2012). Epistemology is understood to mé&amw we come to know the realjtthe concept truth

and how we know whether some claim, including our own is true se f@bhen et al., 2011;

Duberley et al., 2012). Hofer and Bendixen (2012, p. 227) believe that epistemology is simply
flindividual®c oncepti ons of knowledge and knowing an
words, epistemology is thought of as howeodevelops, interprets, evaluates and justifies
knowledge, whichmplies there are multiple nature and forms of knowingScotland, 2012).
Epistemology is concerned with questionssuch ash at i s t he nature of th
the knower and th&e nown o6 ( Gu b a;,fiHoW d®vie, know whatiwg knowaVhat

counts as knowled@e(Cohen et al., 2011). Since realities@estructed sociallyt is important

for the researcher to interact with the participants (Duberley et al., .Z04&)epistemalgical

position of interpretivist is that thereisneedstmm der st and a phenomenon fr
point of view.Accordingly,the phenomenon of school leadership development was investigated

from the point of view of various school leaders as ppdnts.

4.2.4  Methodology

Interpretivists use qualitative data generation methods which include interviews, observations

anddocument reviews (Creswell, 201The use of these meth®th relation to the assumption
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that reality is socially constructed is impiva and as such the interaction between the
researcher and the participants is essemtaordingly, the data generation methods used in this
study include facéo-face and focus group interviewSiven that this study was concerned about
understandinghe desiredeadership development programmes of school pringiftaéslopted

the qualitative methodology approach.

As the researcher | did not seek to predict, generalise and establish findings that were universal
in a closely controlled research envinoent (Rule & John, 2011), which characterises
guantitative approaches. In this study attempts were made to understand what leadership

development school principals desired. This resonated wellwjtialitative research approach.

The qualitative approachrejects assumption of reality as existing out there independent of the
knower It counters the positivistiew of the quantitative approach that social reality can be
observed in the same way as sciestiiserve physical occurrences. Miller (1968) emid®as

that the qualitative research approach involves observing people in their school settings and
engaging in interactions with them in their own language and according to their own terms in
order to understand the meaning and eepees of reality. Meram (1998 observes that
gualitative approach concerns with exploring how people make sense of their world and
experiences and construct meanings. Thus, qualitative researchers examine the phenomenon and
the meanings people bring to their experiences armdknstanding of it within their natural

settings.

The qualitativeapproach works oa paradignatic assumption that reality is multiple, contested,
subjective and constructed socially by its participants (Tuli, 2010; Krauss, 2005; Amare, 2004:
Lincoln & Guba, 2000). The qualitative approach is used imesearchstudiesthat seek
understanding of complex social processes. It explores in depth aspeptseabmenon that are
essential to understanding the values, beliefs and motivations for deeteanioursfrom the
participant és o0 w& Logketr2003.eVehat ithis eneafsCisl that regearchers
working in the qualitative approach seek to understand and interpret reality through the eyes of
the research participants; drawing on their lived expeegin the context of their environment,
using clear and thick descriptions of these observations of experiences, narratigebaandur

of those researched (Struwig & Stead, 20¥8)cordingly, Struwig and Stead (2013, p. 11)
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assert that in the qualitatv e appr oach, Afqual itative research

i ssues being researched from the perspective

Blanche, et al(2006, p. 272) surmise that researchers working in the qualitative approach
interppeteodoBpéeelings and experiences in human
usually makes use of interviews and focus groujiscussions in generating dab@cause it

involves the application of naturalistic methodology to studying the subject rmeattd
emphases the weight of the data towards its input in answering the research questions
(Creswell, 2012 Therefore, the qualitative research methodology approach offers the researcher

the opportunity of robust immersion and interacis in the fieldhat allow detailedbundancef

descrbed phenomena of studipat is not afforded in the quantitative researclapproach
(Poetschke, 2003; Gavin, 1998&nother srengthof the qualitative researchpproachs that it

uses relatively unstructured metharfslata generationthatl | ow t he r esearcher
the deeper significance that the subject of 1
(Gavin, 1998, p. 147).

This study adopts a qualitative approach, which enabled me to gairdaptinunderstanding of

the schoolpr i nci pal s6 | eadership devel opment exper
choice of a qualitative approach is justified given tipadlitative research places emphasis on
participant s per fetlepbeliefse and expedencd3dis comtragpwiith then o
guantitative research approach, which tends to control and predict phenomemalkacthims

to objectivity (Struwig &Stead, 2013). Stake (2010) asserts that researchers adopt the qualitative
research approach because they tend to rely on human perceptions and understandings. Thus, in
thisstudy,Ir el i ed on the perception and descdpianst and i
of their experiences afchool leadership developmewthat it means for them, how they engage

the leadership development programmes and what they think their actual leadership development

needs are, and their desires for leadership develdpmen

Again, this study adopted qualitative approach because | aimed to obtain a rich and nuanced
understanding of the phenomenon of s $ohtlo o | pr
African school system using a case studgdafool principals seleadrom one school district in

KwaZulu-Natal Nieuwenhuis (2007) explains that the qualitative research approach is
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appropriate foresearclstudiesthat focus on understanding and describing the phenomenon in
the context of t hengsais thiacasehpragtieer The qualitptiserrdsea@h s e t
approach enabled the-depth insight | gained in this presesitidy on thewha, fihowo and

fiwhydbo f t he s c h expdrienges and desirpsaof tiseid leadership development within

the practie culture and broader discoursesahool leadership development and the context of

their schools in the schodistrict.
4.3 Research Design: Cas8tudy

This study design is a qualitative case study. According to Rule and John (2011), a case study
design endles the researcher to attain a rich insight into the v@gysenomenon is nuanced. It
allows for systematic and -depth exploration of content to mgrate new knowledgeR(ille &

John, 2011; Yin, 1984. In using a case study design, a researcher aims terstadd the
behaviour al conditions of the participantos t
Thus, Rule and John (2011) sumisarthat a case study research design is a systematic and
thorough investigation of a particular example of phenaneén a given context with an aim to
generate rich meticulous and wdbtailed data. Cohen et €011) emphase that a case study
research design provides for a rich detailed description of the important issues critical to the case
in a sequential ordeCohen et al.(2011) further stress that a case study research design focuses
on understanding the perceptions of the individual or group participants. According to Bertram
and Christiansen (2014), a case study involvedepth analysis of a phenomenionits actual

context.

The use ofcase study research design in this current study is justified because it explored the
participantsé®é under st anditmeg expefiences eoh teadershipi p d
development programmes, and their desired leadedgvplopment within the context of the
schoolleadership irthe particulardistrict rather than tgeneralkse. Furthermore, thease study
designaligns with the researchapproachof this study. Cohenet al. (2011) argu¢hat a case

study is often used within qualitative reseambproach.In using a qualitative case study

met hodol ogy, it was possible for me to stud
leadership deslopment as embedded within their practice context (Cohieal.e 2011).

Qualitative case study design also permitteel in the research procedurédse possibility of
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tying the case, the discussion of the data sources and triangulation of sautiissstudy
(Cohen et al., 2011).

Case study research design has its criticislhsommon criticism of case study design is its
dependency on a single case explorationtics argue that the dependency on a single case
makes it difficult to reach genersdtion of results of case study research (Zainal, 2007) given
that it uses small numbers of participamtsother words, a case study research is not intended as
a study of entire organisatipbutrather is intended to focus on particularity of issues, featar

unit of analysis.Accordingly, in this study, | did not aim to obtain information that is
generalsable, but instead | aimed to portray rich, textured and a deeper understanding of what

leadership development school principals desired.

The use of dferent data gathering technicgie one of the many advantages linked with the case

study approach (Rule & John, 2011) as the researcher is able to generate a variety of data
(Nieuwenhuis 2007). This study therefore used tdifferent data generating tegiques in order

to generate the data. Within the uniqueredss case study\ieuwenhuis (2007) suggests that it

has the potential to capture unique features of a phenomenon. This study was intended both to
capture and to understand the phenomenon ofefship development of school principals. |
consider the case study appropriate for this study because it allowed me to explore the perception
and the desired | eader shi p ddistretlinkwazudiNatalof s ch

Zainal (2007) eplains that there are three types of case study research design, which are
descriptive case study, exploratory case study and explanatory case study. Exploratory case study
explores any phenomenon in the data that is of interest to the researcher. nesére ptudy
exploratory case study is used. Exploratory case study design was decided upon to etmble me
undertakean indepth exploration of the desired leadership development of school principals and

it also aligned with both the paradigm and the if@at@e approach of this research study.
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4.4  Research Sample (Participants) and Sampling Procedures

441 The Research Process

In this section, | discuss my personal experiences of negotiating, entering and conducting the
research. | explain the challengegnicountered during the research journey and steps taken in

the process to overcome and mitigate impact of the challenges on the research.outcome

4.4.2 Negotiating andGaining Access to th&ResearchParticipants

Cohen, et al(2011, p. 81) positthd&ti nvesti gators cannot expect a
uni ver sity as.This assartioh enderlireed therneeg fot me to demonstrate and
convince the gatekeepers and participants on the value of the research before they can grant
permisson (Okeke & van Wyk, 2015). Cohemt al. (2011) advises researchers to gain
permission in the early stagd the research, including fully informed consent of the metea
participants. Creswell (20)2highlights the importance aofesearchers to first thk of the

research sites, participants, resources and skills before they can embark on the process of data
generation. In this sense, there is a need to explain how | gained access to researulitisées

participants.

Cohen et al. (2011) highlight theneed for a researcher to follow official channels when
requesting permission to undertake a studyline with this, | had to first apply for ethical
clearance from the University of KwaZuNatal as it is mandatory for students to get ethical
clearancerbm theuniversitybefore any data can be generated. | obtained permission from the
DoE in KwaZulu-Natal to conduct research within the district. | also requested permission from

the principals. Details of the ethical clearance séepdiscussed in Secin 4.8 below.

My first visits to the schools of choice for contacts with the research site and participants were
not without drama. The purpose of this first visit was to approach the principals to introduce
myself and the research purpose, and to inditdaeintention to involve them as research
participants for my research study data collection. Out ofLthechools visited;,12 principals
declined participationgiving their reason that the research request came at a bad time because of
busy schedulesuling the period they were approached. Out of those left, one principal later

indicated he might not be a good candidate for the study because he had lost hope with the
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departmen{meaning the DE) and that he did his own things for survival. Asked toifglavhat

he meant, he said in confidence it was more spiritual than physical. While | did not expect this
decision, | respected it and was gladdened by the fact that participants in research have autonomy
and rights as discussed in Section 4.8.

As an optim B, | approached aeighbour who has worked for overl0O years as a school
principal, and the church pastor to assist linking me up with the colleagues and church members
who were principals. This option curiously led to success, even thougtcotieening
participantsagreedto participate on the condition that their participation would onlybe of

working hoursand not during school hours to avoid clash of the data collection with school
activities. It is important that the qualitative researchestaldish a rapportcreating warm
interactions with participants from their first meeting. According to Partington (2001), empathy
and rapport are important because the participants can only show willingness to engage and
disclose information to interview&® where there is a trusting interaction, which is ideally
achieved over a perioRapport means building trust and respect for both the participants and the
information shared. It entails agreeing on the appropriate and safe environment for sharing the
int ervieweeos per s on-8bom &xCQoabtree, 2006)@espite (tHeir htc ¢ o
schedules, all the participants afforded me time which in most wasasot convenienffor me

due to family commitmest However, in order to create a good rapportfierstudy | joined the
principals at different times for their functions to enable me hear their story on leadership
development.For instance, on one occasion | had to contribute towards and attend a braai

gatheringwhich some of the participants invitede ta

Another important step was negotiating for the venue, time and period of focus group interview
discussions was another challenging experience | had. Nevertheless, after several attempts of
changing and setting new datésvas dealed that the besvay forward wago have two focus

group interview meetings. In the first group, | convinced one principal whose school is in the
suburb to agree to the time convenient for
the same area and they rigigly to work in the same car. In the seddocus group meeting was
lessdifficult, as| requested the use of the church hall as the venue and was able to get one of the
other principals who woskin the suburb to join the others at the set time and dat .venue

was a welcomed decision becausedhoat of the four principals weedtending the same church
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function in the evening of the set date. In trying to coordinate for focus group interview | saw
that gaining access to participants is a complicaextess, and it required being ardent in
constant negotiation and renegotiation (Cohen et al., 2011). The next section describes and
explains sampling and sampling methods of the study.

4.4.3 Sampling

According to Tuckett (2004)samplingis a critical considation in a research study, which
determines the success of its results. Sampling refers to the selection of participants from a
particular population. Whereas sampling is an important part of a research study (Bouma &
Atkinson, 1995), the sampling procedarin qualitative research differ from those in quantitative
approachCoyne (1997) suggests that in qualitative research, the sample is considered weighty in
assessing the quality of the research. However, it is further suggested that in qualitatieh resea
studies, the research sample is primarily decided according to context, purpose, the research
design and objective. These suggestions are affirmed iastertion that there is no clear

answer to what the correct sample size is in qualitativares€Cohen et al., 2007). What this
assertion implies, is that sample size in qualitative studiest guided by ayrigid or defined

rules but are often small numbers because the intent of theisttadinvestigatehe researched

in depth and detail in theiratural settings@nwuegbuzie & Leach, 200%uckett, 2003.

The sample size for this present study was eight participants. Thapaertswere all school
principals in eight different schools in selectddstrict. The decisionson the size and
composition of the research study sample weagle in view of the context, purpose, research
design and objectives of the study. Onwuegbanié Leech (2007) explained that if the sample
size of a qualitative research is too langéecanes difficult to interact with the participants and
collect the thick, rich data for the research. Therefore, the eight participants were selected on the
assumption that based on their experiences as school principals they would have rich information
regading leadership developmeniVhile it is understandable that this number is not
representative of the entire population of school principals in South Africa, the results of the
findings in this studyverenot meant to be genersdd (Struwig & Stead, 2013The intent is to

obtain nuanced and -thepth information on school leadership development using the case of

school principals in the context of the district schools as site of the research study
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Other important criteria in the selection of the eightipigants were the issues of access thed

time factor. Accessibility to the school principals in terms of the distance between their school
and where | am based was considered because of the financial implications of travelling to very
distantschools.On the other hand, the challenges of managing a school and the tigttilesh

of the school principalsneant that theyvere very constrainedn participaing in the research

study by other competing commitments in terms of their time. This implied thattloose

school principals who willingly committed to the time needed to conduct this research
participated which enabled me to engage deeply with th@uohen et al. (2011) suggest that
researchers who are interesiedn-depth studyof a phenomenon ussonvenience sampling,
which is a way of selecting participants purposively. In deciding on the selection of the
participants, the school principals whose schools were nearer to the researcher were considered
and chosen based on convenierdkewise, the shool district was chosen as it was the nearest

district to the researcher and was conveniently accessible.

Then again, the choice of the eight participants was also informed by the assumption that they
were knowledgeableabout the issues and underpinnindebates on school leadership
development. This assumption was based on the selected school prinekpsdsences of
leadership development programme€seswell (2012 emphasies that in selecting participants

in a qualitative research study, the researamust select individuals with experience of the
phenomenon under studyule and John (2011) suggest that it is importasetect participants

based on their relevant knowledge regarding the study. The principals of choice were selected
because they ldarelevant experiences and were expected to petse knowledgeelevant to

the objectives of the study¥he participants were those who hdnal at least five years of work
experience as school principals in South Afrasad have also been involved inng form of
school principalsdé | eadership development pro

45 Data Generationlnstruments

Qualitative research uses a combination of methods of data generation (Gill et al.,, 2008).
Researchers working in the qualitative research approach must makeptrégant decision on
the choice of which appropriate methodmethods to use that are justified by the purpose and

methodology of a study (Kumar, 2005). Some of the methods used in qualitative research include
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interviews, observation, questionnaires, ®guoup, and document analysis (Kumar, 2006)s
gualitative study used two data generation methatsmely semstructured individual
interviews and focus group interviesvAccording to Flick (2018 different qualitative research
methods, otherwise refred to as triangulation of methods, are used in a qualitative research
study to enable the researcher to obtairdepth understanding of the phenomenon being
investigatedIn using multiple ways of generating data, | ensured a practice afedlelttion in

and through the processes which form part of the data collection processes. Bertram and
Christiansen (2014) describes saflection as a process where the researcher actively esngage
being conscious of their own positioning in relation to the rebeparticipantsThe primary
sources of the data generated in this study were the school principals from a school district in
KwaZulu-Natal. The process afata generation used and the decisions that informed the choice
arediscussed in detail below

45.1 Interviews

Three kinds of interviewareused in a qualitative researetamely structured, serstructured

and unstructured. Structured interviews tend to lean to the quantitative end of the scale and are
mostly used in survey approaches, while ssmictured and unstructured interviews are mostly

used in qualitative resedrc According to Okeke and van Wyk, (2015), sestnuctured
interviews allow participants the space to fully express and elaborate their responses while
providing details that are of interest to the researcher. In this case, the resslacchesmpts for
details using probing questions to follow up
study | adoptedsersit r uct ured i nterviews to get insight
desired leadership development. A major justificationuse of semstructured interviewas

method of data collection is &dlow for flexibility, which helps indiscovery and elaboration of
information that is important to participants but mightoverlooked or omitted by the researcher

if rigidity and predetrmined questions are to be used, because they were not thought of as
pertinent DiCicco-Bloom & Crabtree, 2006G5ill et al., 2008:Turner, 201).

Interviews were useith order to gain an insight into the knowledge and views opéngcipants
regarding heir perceived and desired leadership development programmes. According to Miller,
(2017) interviews involves a fade-face discussion aral group interactionbetween the

interviewer and the participant which is conducted with the aigeagrating dathased on the
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ideas, opinions antlehaviourof the participants. These two types of interviewere used to
generate datevhich were appropriate answering research questions. In a qualitative research,
interviews are a common way to collect rich dataualeveryday experiences of the social world
(Fossey et al., 2002). However, the main purpose is to understand the meaning of what the
interviewees safOkeke & van Wyk, 2015).

In addition, an advantage of a sestriuctured interviewss thatthey are ofterscheduled ahead

giving the time for the interviewee to be prepared for the interview session. The interview would
usually start ande guided by specific key questions, which are used to map and chart the
direction of the interview. This is otherwise nedra fischedulé and it details and provides a

guide to cover the areas that needs to be explored in the interview. | drafted a guide, which
consists of key questions for covering the areas of importemeellecting the information

needed to answerdhresearch question (Flick, 201L3This made it possible for me to probe for
clarity and depth of information from the p
skilfully steering the conversation in ways that the participants did not diverge from pgovidi

the rich ideas or responses that were explored in more @@thikt al., 2008). The use @n

individual interviewwasa ppr opri ate for understanding schoo
leadership development asgavethe opportunity to obtain rich ideas and resporisms the

participants.

The procedure of the data collection involved each of the school principals interviewed in an
individual interview. Likewise, each principal was a member in one of the tws fyroups that

were created. Thioacus group sessions preceded the individual interview sessions. This enabled

the researcher to follow up on and explore further using more probing questions in order to get
in-depth accounts and rich and thick explanations topgh&r t i ci pant s o exper
individual interviews (Creswell, 2013).

45.2 Individual Interview

The choice of the use of individual interview this study is justified firstly, based on the
flexibility and convenience it offered in approaching the egghool principas at different times
and place while still covering the same intereist collecting the rich and sufficient data that

answered the research questions. Secondly, Creswell (2012)sdffimmindividual interviews
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allow the researcher to prolbeep and generate detailed data about the case under study. The
individual interview enabled me to use the interview content, sequence and wordirgislfnl a

probe that generated information ens ¢ h o o | principal 6s perceptio
dewelopment. Thirdly, individual interviesvcomplemented the use other method of data

collection used in this study and provided for the triangulation of data generated using the other
methods namely focus group interviesnv(Flick, 2013. Fourthly, the us of the individual

interview as a method of data generation in this study was useful because it enabled me to
uncover other thinking and individual perspec
that were silent in the group dynamics of theufogroup interview sessions that preceded the

individual interviews.

Two individual interviews were done within the school premises after hours, another three were
done both in the church premises andhatdistrict office at different times and dates.eTlast

three interviews were done in different locations including my house and the house of one of my
neighbourswhere the principals were attending a -gpagether. Although the individual
interviews were done at different times, the school principale wery resourceful and prompt

on the agreed times of the interview.

Another important experience with three different principals at their individual interview was
their demandhat | come back at the end of the study to give back to the scho@scourge

their staff on the need for them to develop themselves further and to equip the teachers on skills
that will guide them to cope with their work as educators. The thinking was that if they can get
any kind of training beyond what theoB provides, it wil assistsubstantially in meetinghe
challenges they have within the school district context. Without making a promibkeir offer,

| explained that where appropriate and permitted, the willingteeshare findings of the study

with the participantsnd school is all part of the research process.

45.3 FocusGroup Interview

| utilisedthe focus group interview as another method to generate data. A focus group interview
is used with the assumption that it brings a group of participants in a studgiscussion
session in which the researcher motivates the conversation to learn everything the participants

have to share about the research topic (Milena, Dainora & Alin, 2008; ZK&wmp &
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O 6 B r 20@7h According to Flick (2033the use othefocusgroup in a researciiudy enables
participants the space to bring their views and exchange ideas regarding the topic of research.
The focusgr oup i nterview allows for the recognit
socially, and individuals form opions after they have listened to the opinion of others
(Bachman & Schutt 2016).

In accordance with the view of Cohest al. (2011)thefocus group interview yielda collective

rather than an individual view. The usetbé focus group interview methoia this study was
justified because it added rich information from the perspective of the collective view of the
school principal®on desired leadership development of school pringipigisamicswhich were

not attainable using individual interviews. A tecgroup interview is usually made upfofir to

12 peoplewho agree to participate voluntarily (Struwig & Stead, 2013). In this study, two groups

of four participants met within a period of three weeks. These interviews were held at convenient
locations ad times for the school principals as already describe®eittion4.4.2. The focus

group interview discussion sessions took an average of 65 minutes per session and were tape
recorded with prior permission of each participant in the group. In additenjdétv of Welman,

Kruger and Mitchell (2005, p. 201)that ocus group consists of fisme
or interviewees that are drawn together for expressing their opinions on a specific set of
guestionso af f iforthmessetothedocus graup intdniiew astome mfrthe methods

of data collection for this study.

The focusgroup interviewis recognsedfor a number of reasons. It is effective in qualitative

data production since many people are interviewed at the same time. In addition, it provides
enjoyable experiences to the participants. It also empowers participants in that they are given a
platformto make their own comments while they are stimulated by comments of others within a
group (Robson, 2002) . The use of focus group
to build on ideas from one another during the discussion sessions in veaysntith the
information they allbring to the topic (Flick, 2003 It requires the researcher to be keen and
attentive to the discussions. It also requires that the researcher has good listening skills, and to be
a good listener and at the same time emghat the conversations atbannelledn a way to

focus on the study and important information that can answer the research questions (Struwig &
Stead, 2013).
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A major concern in the use of focus group interngé&nconstant power dynamics while allowing
individual voices to dominate discussions in the group (Brindley, Blaschke & Walti 2009).

Having this in mind, the researcher promoted group seaisdn and involvement by pre
informing the participant on t hneopmiers,dhisteo r esp
to confidence among the participants. Despite this, participants were encouraged by the presence
and participation of colleagues, never felt unconstrained to speak out by breaking the drarriers
shying away or feelings of apprehemsifor discussing the issues on the topic of interest
(Nieuwenhuis, 2007). This allowed the issues and information about the topic to be exhaustively
explored and discussed at length while the school principals were motivated. This made it
possible to uncar important issues on desired leadership development in the focus group as

complement to the individual intervieas the other method of collecting the data for shusly.
4.6  Data Analysis Procedures

It is essential that research has to produce the resutsuch results can only be developed if

the data that has been generated can be analysed to allow the meanings to be d®attoped
analysis is a process consisting of organg, accounting for and explaining datalick, 2013

Cohen, et al.,2011). In qualitative research studies, data analysis entails looking for the
participantsdé definition of situati on, noting
and regularies of occurrence (Cohen et &Q11). Struwig and Stead (2013) suggest tizda

analysis serves the purpose of giving meaning to raw data. In understanding what the participants
perceive to be their desired leadership development, data was generated and analysed to make
sense of the participaidtsiews On the other hand, FlicR013 argues that data analysis in
gualitative research aims at description of the phenomenon of the Gnadyvell (2013) opines

that in qualitative research data analysis is about preparation andsatgamof data and
reducing it to themes represed in discussion.

Marshall and Rossman (201dbserve that qualitative data analysis comprises seven phases. The

first phase involves the data collation and orgation Struwig and Stead (2013) argue that
interview transcripts are to be typed verbatinthaut rephrasing or correcting the grammar.
Creswel | (2012, p . 239) explains transcriptio
or field notes into t extwasbadniaed afterithvas trahscfibkde r e nt
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verbatim and te notes made during the process of generating the data were attached to each
transcript. The second and third phases involved the researcher carefully studying the data and
categoising it to identify emerging themes from the data. Attrisleling (2001)emphassesthat
gualitative studies usually use the development of themes as a common feature that entails
systematic search for patterns in the data. The data were read over time and themes were used to
generate full descriptions thajave insight on desed leadershipdevelopment of school

principals(Gale et al., 2013)

The fourth stage is the coding of dafick (2013 sees coding as a preliminary step preparing

the data and making it ready for interpretation. While coding the data, there was need to label the
text in order to describe the themes generated from the data. Data was interpreted in the fifth
phase. In thesixth phase, alternative understandings of the dag@ sowght. Marshall and
Rossman, (2014p. 111)definedata analysis a8t he pr ocess of bringing
meaning to the databo. Finally, t he sngfident h |
sections. According to Flick (2013, p. 5), in qualitative data analysis, interpretation involves

Ai mplicit and explicit dinmknymithe maerised and whattisr uct u
represented in ito. Thieressatclen imtergyet and makdemse opp or
of the rich and complex data; while linking the various concepts and opinions of the participants,
comparing them and bringing the predominant information thedir desired leadership
development into manageable andaningful text. Finally, the data in form of interview scripts

were orgarsed and | recategised themaccording to the broad themes that emerged from the
data.Within each theme, stitemesemerged which undergirded the discussidiie analysis of

the data was approached in line with ttieoretical framework and literature reviewed in this

study.
4.7  Trustworthiness

All research should comply with the rigorous requirements of validity and reliability (Brink,
1993). In a qualitative approach, every researstudy must be tested against the validity
requirements and the research must show how this requirement is met by explaining clearly the
research processes and steps taken in achietrimgfworthiness of research findings.

Trustworthiness of a qualitativesearch can be viewed from Lincoln and Guba (1990, p. 290)
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contention that the fAgoal of trustworthiness
are worth paying att e,etal @0L1)ttrostvorthidessofoarstdchhn g t o
be regarded as the degree of accuracy and the comprehensiveness of coverage in e study.
Vos (2006) suggests that trustworthiness is the true value of the study as the researahdr sets

to convince the reader that his or her findings can be truBtedefore, to maintain and ensure
trustworthiness, Lincoln and Guba (1990) highlight certain approaches to enhance
trustworthiness that include credibility, transferabiliédgpendability anadonfirmability. These

criteria wee attended to in this studgexplained below.

De Vos (2005, p. 34) explains that credibility aims t
conducted in such a manner as to ensure that the subject was accurately identified and
describedo. The credi bi |l i t985) sufgestedvas assure@ sye ar c h
sharingthe dataand its interpretation with the school principadsstrategy otherwise known as

A me mber . Toih was klane bygiving the participants an opportunity to read through
interview transcripts for verification and presenting part of the responsiespna r t i ci pant s o
words. While doing this, | seized the opportunities to probe for clarity while | continued with the

data production process. Furthermotggangulations ofdata collected by different methods

(Guba 1985) wereused as another means of credibility. Triangulation is a means of assuring
trustworthiness of a qudtive research (Creswell, 201 Different methods of interviews were

used as a credibility measuoé triangulation to cross validate data generabtedhis study the

data obtained on the desired leadership development of school principals by means of semi

structured individual interviewnd focus group interview were validated using triangulation.

Transferability is the extemd whichwe can examine results and how these can be geseeltali

and across population of person, settings, times and outcomes (Okeke & va204A&K In

other words,transferability refers to the extent to which the findirfgpom one study in one
context can be applied in other context or with other participants. Transferability in qualitative
researclcan be achieved through thick description (Anr&814). Transferability was achieved
through the generation of thick degtive data to allow readers to make their own decisions
about the transferability of the outcomes of this study (Onwuegbuzie & | &€0Vv).
Trustworthiness of the research processes was also achieved through positioning in this study.

Since the researcher a professional educator and a parent of children who are in schools in the
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district, and therefore to some extent personally was aware of the context of inquiry, efforts were
made to bracket the personal feelings and opinion, avoidrjedgbeliefs ad bias to achieve
analytical distance in this studylorse et al., 2002Roberts et al., 2006

Where the findings are credible and transferable, then they are most likely to be dependable and
confirmable (Anney, 2014Pependability is the extent to whithe study will produce the same
results if it is repeated and can be attained through triangulation and providing rich detailed
description (Shenton, 2004). Dependability helps to assess the quality of combined processes of
generating data like analysingf data (Lincoln & Guba, 1985). In order to address the
dependability within the study the processes should be reported in detail (Shenton, 2004). In
addition | had to use multhethods of data generation as a way of enhancing dependability of
the findings In that way findings from sersitructured interviews could be checked against those

elicited from the focus group interviews.

Lincoln and Guba (1985) states that the concept confirmability is the extent to which the study
measures what it was intended nweasure. Shenton (2004) suggests that confirmability is
achieved by using more than one method to gather data (triangulating), consulting with the
participants about emerging conclusions (member checking), or having prolonged or extended
engagementswitbar t i ci pant s. I n ensuring confirmabil
confirmed by the participants. To ensure that my interpretation of what was emerging from the
interviews was accurate, | had to do member checking to confirm my interprebataatdition,

after the transcriptions had beeompleted,] gave the participants transcripts of the interviews

to confirm authenticity.

4.8 Ethical Considerations

Cohen, et al. (2011define ethical considerations in researabrefering to what is rightand

wrong in the pursuit of gaining knowledge and understanding about a phenomenon. This implies
that researchers must be conscious about what should be done or should not be done. Throughout
the research, | todthe responsibility and conducted the reskan an ethical manner. However,

the concerns about ethics in research is not a simple process as the research sometimes has to
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face ethical dilemmas and the researcher has to make decisions which he or she believes are

morally suitable.

DiCicco-Bloom & Crabtree (2006) assert that, in conducting research, it is imperative to stick to

the guidelines prescribed as part of ethical principles in order to anticipate problems that may
arise during fieldwork and also to protect the rights and autonomy of theigearts. Ethical
standards such as the #dAparticipantsd rights,
i mperative in the qualitative research method
of these principles, | first applied for ethicdéarance from the Ethics Committee of the College

of Humanities in the biiversity of KwaZuluNatal. Theapplication was approved, which granted

full ethical permissions to carry out this research study as proposed and stipulated the terms of
complianceln terms of gaining access to the chosen distriapplied for permission from the
provincial DoE to conduct research in the selected disfisete Appendix A), permission was
grantedby the district Education Officer as gatekeeper (see Appendi@Rhough | intended to

use eight participants, the request for permission was5fprincipals. The reason for requesting

this number was isasesome principals declined participation,which casd could still be left

with ample numbers of participantsdboose from.

Roth (2005) observes that ethics regarding human participation in research is an extremely
important consideration to be made by the researdter integrity of this study was properly
considered, and | took the necessary steps to deakthital issues appropriately as stipulated

in the ethical approval granted for the research staolyinstance, one of the ethical issues that |
considered in this study was informed congsee Appendix D). It means that the participants
were informedabout the nature of the study and they gave their informed consent to participate
in the studyDiCicco-Bloom & Crabtree, (2006) warresearchers thatontinuous negotiations
areneeded despitgaining initial permission taccesshe research sitas it wll enable them to
further generatenore data as needeficcordingly, | visited each school to make appointments
with the participants, the school principals were presented with letters of permission to conduct
research (see Appendix @hdthey were briedd on the nature and procedures of the study. It
was not difficult to get consent from the interested participantsegswere willing to engage in

the study.
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The participants were assured of their anonymity and confidenti@it@icco-Bloom &
Crabtree,(2006) warn that violating confidentiality can cause harm to the participants. Roth
(2005) suggestthat keeping the identities of the participants unknown to avoid revealing any
information about them must be confidential. In this study, the identitetslamformation that

may reveal the identity of the participants were treated with confidentiality. For instance,
confidentiality was guaranteed in writing and maintained throughout writing up the thesis. The
use of pseudonyms to replace the particigantsres was applied and the district whehe
participants worked in was never mention&adiaranteeing the participants about confidentiality
and anonymity made them relax aheywereable to talk about school leadership development

without fear that thir identity would be revealed.

The participants were informed on their rights to the study, especially that they have the right of
withdrawal as participants in the study at any time they want without any consequences to them
or their positions as schoble ader s . Finally, al |l intervi ews
prior permissionEach participant was assured that the contents of their recorded and unrecorded
interview conversations would be used solely for the study and thereafter approstiatedy

and destroyed as required by the ethical approval of the study. The signed declaration of consent
forms giving their voluntary participation were returned by each participant (see Appendix E) for

sample of signed forms consenting to the study.
4.9 Condusion

ChapterFour discussed the methodology used in this study. Methodology is an essential part of a
research study as it provides an action plan which explains the choices and the use of research
methods in the study. This chapter has outlined theadsthsed to gather information for this

study and provided a detailed descriptive account of the decisions and justifications of the
methodology of this study. It also provided account of challenges | encountered in the research
process and the steps takerdeal with these. The research design for this study is an explorative
case study, and data is collected using qualitative methods. Thematic analysis is used to analysis
the thick and rich descriptive data collected in this study. Ch&ptepresentshe data analysis

and discussion of findings.
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CHAPTER FIVE
DATA PRESENTATION AND DISCUSSION

51 Introduction

In Chapter Bur, | discussed the methodology of this study. In this chapter | present and discuss

the data. The first section provides an outline of the chaptkrding an overview that recaps

the context and site of the study and the par
follow present the analysis and discussion of the data. This presents and discusses the data under
four themes and the stiemesunderthree of the themedhe chapter concludes by highlighting

the key issues of the findings discussed

This study explores the schooprincipal® perceived and desired leadership development
pathways providing evidence from selected principalsrig district of KwaZuleNatal. Data

were generated through sessiructured individual and focus group interviews discussed in

detail in Chapter Bur, the data generation involved each of the school principals interviewed
individually and after that taking part in one of the two focus group discussion sessions. Again,
as discussed i@hapter Bur, because | intended to explore some salient poipteesed in the
group dynamics of the focus group discussion, the use of the individual interview was justified
because it allowed me to pick those points and explore them deeper with each individual
participant. This enriched the quality of informationelngrated from the participant because it
was a way to further unbundle the issues mmedninggshey attribute to their school leadership

development experiences.

Thus,the individual interviews were particularly useful as a follggto the group discussis.

Firstly, it was used to probe furtmeores o me o f participantds respo
which | considered salient even though were not exhaustively discussed due to group dynamics.
For examplethe group dynamics experienced in the group interweere to an extent a
hindranceto some of the principals explaining their views. In order to understand the
expectations and daily experiences of some of these principals tdeadeésship development it
wasoneof the reasons | did a followp individud interview as well as constantly makj calls

to clarify information.Secondly, | used individual interviews, beyond group conversations
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elicit the thick and rich information on what each participant considered as desired leadership
development. Thouy this was part of topics of the conversation during the focus group
discussion, | considered that-depth explicationf their meanings and understandings of
desirable school principal leadership development would be better and further unpacked using
the individual interview methods. Thirdly, as highlighteddhapter Far, the use of focus group

and individual interview methods with same participants is not meant for corroboration of
information generated as is usually the case with data from twoethtfsources. In this case, it

was meant to complemettite information which enriched data collected using the two methods

with thesame source (Cohen et al., 2011).

In conducting the interviews, | used guiding interview schedules, which drew on resjpotiges
earlier focus group discussions to producedepth and richer explanations from individual
participants to the salient points in the focus group discussions (Cresvigl), 2Z8us, the data
presentation is orgasgd in a way that the focus groupneoes first anddata from the individual

interviews follows. Likewise, the data from the two methisdfiscussed in that order.

The four themedrawsn f r om t he research questions give i
accounts of their experiences. The four thentexked s ¢ h o ol principal sbo
development experiences, their leadership challenges and needs, their reflections on leadership
programnes, their desired leadership development, and how to develop as school leaders, which
are discussed i n this c hapt e first-hand laceountsafr t i ci p
understanding and experiences of higdevelopment. enact
The information generated from the two methods form the discussions under the themes, which

are informed by the research questions of this study. The partidpamiderstanding of
leadershipdevelopment, their experiences of leadershipetiigpment and the desired change

they wish to see in their | eadership develop
developmentare contextualsed are discussed. Discussion in this chapter is further explored

using the relevant literature ancetio r i e s s u ¢ h SGX focuding gnZRDsakd MG,

with Adult Learning Thery andAssetsBased Tleory providing the lenses through which the

analysis of data and the discussion\aesved.
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5.2  Background Information of the School Principals

This study involved eight school principals working within schools in the selected district. Six of
these are male and two are female and were between the ages of 47 to 59. As indicated in
ChapterFour, | used pseudonyms to protect their identity and s@hools. Brief information on

each of the principals and the schools they work in folliovisable5.1.
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Table5.1: Information on schools where principals work

Schools School1 | School2 | School 3 | School4 | School 5 School 6 | School 7 School 8
Combine | Primary Primary High Primary Primary Primary Combined
GrR-9 Gr1-7 Gr1-7 Gr 8-12 Gr1-7 Grade Gr1-7 GrR-9

1-7

Quantile 2 1 5 4 2 4 2 4

Location Rural Rural Urban Urban Rural Urban Rural Urban

Nu of 541 461 920 835 97 720 486 1633

learners

Nu of 18 16 48 34 6 21 11 59

educators

Fee/no fee | No Fee No fee Fee paying| Fee paying| No Fee Fee paying| No fee Fee paying

paying paying paying paying paying

Table5.1 shows four of the schools are located within the rural and four within the urban area. ddie aoh two combined schools
(Grade R9), five primary schools (Grade7) and one high school (&de 812). Four of the skools are no fee payinthe others are

fee payinghoweverthe cost of their fees differ. The number of learners and educators in each of the school ranged fro/6337 to 1
learners; and from six to 59 educators. My observatianvs that they all seemed to share a common understanding and passion for

their schoolsandeagmst o i nvest in their school ds i mprovement.
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Table5.2: Information on school principals

Principal Andile | Vuyani | Prince Mweli Thembeka Frank Ntombi | Sbu

Gender/age M/59 M/55 M/53 M/50 FlA7 M/49 F/56 M/49

Name NNZ SSA ING PBN NKJ MDW ANM NBM

Home language| Zulu Zulu Afrikaans | Zulu Zulu English | Zulu Zulu

Qualification STD+ |JPTD+ |HDE+ STD + AdvDip | BCOM + PGD | BED + STD + B Sec Ed +
BED B PRIM | HONS + (leadership & (leadership & | ACE ACE HONS
HONS | ED + ACE + management) | management) + (work in

PMDP PMDP BED HONS + progress)
M ED

Total 32 32 31 29 26 28 34 27

Experience in

school

Experience as g 19 17 15 14 11 4 18 10

principal (years)

Typically, the principalsd profiles indicate that @ducamss t he
in school, which is a diploma. AHadheldthe position of school principal for more than fg@arsincluding their current posts. All
eight principals were classroebased educators for several years. None has been anbzffied educator. Another striking

observation is that most of all eight principals knmve anothebeyondbeang professionatolleagues.
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From the above tables one can infer that the school principals show insufficient grounding in the theoretical knowlatfge base

leadership development.
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53 Theme l:SchooPr i nci pal s6 Understanding of Leader

The coneéxt, curriculum and outcome of school and schookngincreasingly impacted by

global pressures and expectations. How schools are led; the governance and management
expectations are increasingly under public censure as global and societal trendsspue pres

and demand school leadership performance. As a consequence, these expectations bring school
leadership under growingly close and critical scrutiny. On the one hand, these demands and
scrutiny force more regulatory accountability on school leader@hallinger & Huber, 2012;
Leithwood & Riehl, 2003). Yet, on the other, it can be seen that schools are dynamic social
organgations that do not operate in an insulated uatuSchools are in and within social
contexts of communities and are led and madagithin the existential realities of context and
practice. This means that, whereas uniformity of accountability and expectations are a desirable
regulatory mechanism, performance and skilled leadership for achieving school improvement

and or successfglchool leadership are perhaps concepts that are contextually subjective.

Il n other words, the school | eader s6 ueadser st an
for their practice is ofimportant consideration in their role. In the individual and group
interviews with the participant school principals, the first questiexplored was what they
understood the school principal leadership development to be. This topic for discussien that

the principald understanding of leadership developmisnbased on the first research question

which is what is the school principals understanding of leaded&viplopment as discussed in

Chaptes Oneand Four. Responses are discussed below in ththemes that follow, and further

expounded in the subsequent two themes and its subthemes.

5.3.1 Tailoring to Size: Leadership Developmentas ldentification of, and Matching
Experienceswith Training

During the focus group discussion, the school principals dhbe#r understanding of leadership
development. A view that came out strongly was the common understanding of leadership
development by the school principaighich is that it is a series of workshops aimed at the

problems they face

el eader s himis thaensgfy vchat the problems the principals are faced with

and then workshop us on that. In that way a lot of research have indirectly been done
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based on our different experiences, and this can then feed into the programmes for the

workshopsandtiani ngs t hat we (@e¢ce called to attend
é..it is a further training targeted towar
unknown skills that will help to lead to changes and improvements in school, classroom
and the community at | argeé

| asked hem whom they were referring to as us; did they mean particular group of principals or
all principals. And one of thearticipantsexplained further

Yes, all principals. The trainings provided for all principals from the department
[meaning Department dEd u c at i o nthey & Jery goodél will not lie because

they usually touch on a lot of things even the one you are not aware of, then you become
aware of theme But someti mes it doesnbdét help beca
school B will differfrom school A..

Following on this, | asked whether the training is for all school principals on the same things and
same locations and how. The responses are that the trésrtimg same for all principals and

same locations

€ y school A principalhas her own needs and | have got my own needs too in my
school. You will find out we [meaning all principals] are trained in one and the same
thing, but they [DoE] should acknowledge that we are in different places. Now, it is like
bringing one sized clotfor a size 10, 12, 14 to wear.

Goldring et al. (2008) argue that for leaders to be effective, there is need to complement their
good skills with providing them opportunities to decide on what, how and why of their
leadership development and to enhana ithr per sonal gr owviewlof.theiThe pa
leadership development is that it is a need that differe one to another because leadership
development should be responsive to their leadership needs, which varied from school A to
school B

This understanding of leadership development is from a perception of the school leader in terms

of not just requisite skill but the tailored ability and leadership capability of a school leader that

are fitting for their role in their own school contextokfve v er , the particip

leadership development suggests that while these are factors such as how school principals are
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being challenged in their role are across the bodHmvever the influence of these factors
differsaccording to individual school sé context.
in postapartheidSouth Africa still work under whare described a&difficult condition. It is

also common knowledge that majority of the previously disadvaaged schools still face
challenges including lack of resources (both human and physical), and influences of social
factors that obtain within the communities where they are located like poverty, abuse, culture of
vi ol ence, l ack of iavetveimemeé, | po ¢ reThip goesdos OSs & c |
say that school | eader ship needs vary, and
leadership development is, seem to vary accordingly. It is perhaps not surprising then that their
understanding fdeadership development, though seemirgjgparateis seen from the specific
needs and experiences of their own school so
challenges the norm of a generic approach to development of school leaders tharterd tauil

context and adopts models of school leadership development premised on the notion of what
works nationally or internationally (Bush & Middlewood, 2005). Yet, as Ibara (2014) and
Christie (2010) observe, most leadership development programmes empéeinn Africa are

imported, and are grounded in the international literature and practice.

In theorsing school leadership, Bush and Glover (2014, p.-B®%), faults many African

countries that adopfimanagerialigi conceptuabation of the school princpal 6s r ol e,
involvest hem i n management without vision by di mp
scope for || ocal initiativeso. These observati
development, highlight the need for suffitieconsideration to be given to problersatg

leadership development by understanding of the local and contextual nuances to school
principal 6s | eadership experiences that i nfo
development means. Keepingnmnd that school principals are adults, their understanding of
individual leadership experiences in their schools undergirds the meanings they bring to their
development. Thus, their leadership development is understoodwhatnchallenges they are

faced with in their schools, and whaipportunities for learning are there as understood and

rationalsed by themselves as adults
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5.3.2 fiDeveloping Us Very Wello: Leadership Developmentas Further Professional
Development

Intent on exploring further what other underandi ngs of school prin
development the participants had apaoim seeing it from the point of view of trainings, |

followed up on the focugroup discussion and enquired to clarify precisely what the school
leadership development trangs the DoE provided mean or what else they understood
leadership development to mean. The responses from the focus group claim that the DoE did not

have interest in developing the school principals well.

Hahahaha, you see those big guys [meaning officfB3oE] sitting in the big offices are
not very interested in developing us very well.

Seeking clarity on what leadership development that develops the school prificigals y we l | 6
woul d be, I asked the partici panndevelapinaus t hey
wel |l 0.

The workshops usually two days and you can see the amount of work ipgaked,
loaded. And highlighting certain things of which we do not come into grasp with them is
a waste because there is never time to add

And arother commented.

€ Y e maybe | need to get into UJ [meaning University of Johannesburg] to study a
particular course that will develop me within the curriculum or within the subject that |
am teaching but | am not consulted but instead am sent for artgaamd | will just find
myself in a hall that all of us [meaning principals] have been put there and be trained
maybe on i ncl [aed twoeyears dgo tattdnied same traindg

The participantsd responses psabg gewmdestdnditwo 1 mp
school leadership development with educat@fessional development, on the one hand and an
ambiguity in the perceptionsf leadership development on the other. Yet, the school principals

had a common, even if not clear, natiof what leadership development is all about from the

way theystrove to articulate their understanding of leadership development. This notion is that

their leadership development should be about specific needs as opposed to &egeniegc set

of skills. Another comment from them is that it is about considering practice experiences in their

113



own schoolsdé context i n the processes and d
leadership development needs and training are. Scott and Rarieya (201i) kegularship as

meaning being actively involved in leading and participating in professional learning with staff.
Earley and Weindling (2004) understand school leadership development as doceygeocess

as opposed talearning event that just takptace atatimd. t i s i nteresting t ha
understanding of leadership developmémdicates seeing it as involving participating in

professional learning in courbased studies in the university in areas of need.

However, Huber (2010) founhthat there is a common trend towards what is considered as
extended andtime onsumi ng programmes of school princi
further explains that these programmiesolve a coursdased learning at colleges and
universities in ombination with experienebased learning in workshops or school sitest, it

is possible to deduce from their view of leadership development as further-basesklearning

in university. There seems to be an awareness of the leadership challenggbsaaghe desire

of the school principals to be actively involved in learning as a way to meet their school
leadership needs. Mqsst al. (2011) attesthat school leadership roles and responsibilities are
becoming reonceptualisedMoss et al. (2011)further explain that expectations from school
leaders are no longer limited to their performance of bureaucratic functions, but also include
assuming responsibilities of pedagogical, entrepreneurial, and visionary leadership, which means

leading in creatig a safe schooling environment, school improvement and so on.

Leadership devel opment as seen from the part
involving a bouquet of needs provision that include not just generic and intermittent workshop
trainings, but combination of delivery of learning and trainings that suit particular needs. A view

of leadership development in this way agrees with the idea of leadership development as
personal responsibility of the school leaders themseMsda & Mtshali, 2011), and justifies
Christie,et al. ( 2010, p . 92) comment t hat it iseems
leadership programme for all principals and aspiring principals, regardless of the enormous

di fferences Iin context and school functional i
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5.3.3 Driven on the Path of Different Struggles: Leadership Developmenas Skilling for
Context and Contingency

There was perhamninclination to understanding leadership development as something that has

to be done in skilling and reskilling in responsetotheeds of the principald
leadership. Perhaps this blurs the line of what can be considered as further professional
development as educators and what the participants understood as leadership development.
Reading the data in this mannprompted my next line of questioning in the individual
interview, which was to follow up on and exp
principal sdo | eadership development drawing on
the focus grap discussions point to the understanding of leadership development from
considerationsf the individual expectations and encounters the principals faced in their schools,

such as one of the participants surmised in the individual comment

Mr. Vuyani: Ehen, when it has to do with leadership, we have had different struggles of
which the different principals can attest to. So, if our development can be driven on the
path of our struggles then a huge difference can be seen in how we run our schools and
the piogress that is possible in terms of performances. For me, it is about the trainings |
need as school leader to run the school. It includes the trainings the department give
from time to time, whole lot of them especially the school management, financial
management, the safety issues within our schools, discipline, budgeting | can go on and
mention a lot that the department had orgaufor us to a certain extent, but it will not

be able to address the issues we face at school. | think the major thifg/é$ face

different struggles as | say, and these require understanding where you are operating, the
environment and the needs. You donot man a
practical issues that put you on the edge, but it does not mean tramingsn 6t usef ul
a question of which, where you are seated and, how relevant the training to your own

struggles.

In a similar individual interview response to same question, Thembeka confirmed that school
challenges determine an understanding of ddeadership and in that manreerc h o0 o | princi |
leadership challenges. The contention therefore is that sidantdrship development is not only
about a definite static need that is generic and monolithic. Conversely, it is seen as a process of
involvement in refinement of skills and competences that are important for school leadership as
the need arises.
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Thembeka:é it involves trainings that must focus on one thing at a time. It must not
include loads of information that confuse. If it focussesay like train school leaders

to know how they can deal with learners when it comes to inclusive education, it speaks
to how they can involve all learners, how can you apply for proper concession. How do
you identify learners with special needs? You beeis one topic at a time, but it is also

one topic within the curricul um, but so th
subject teacher to identify a learner with a special need. But it has to be relevant to what
you see where you are. What baneet as challenges in mine school? Do | have the
relevant competencies, knowhow and theoretical and practical knowledge to deal with
these that | see? What do | need to be skilled in dealing with managing what | see and
what is available; how do | impw@ what | meet in this school? | mean, school
improvement is central to leadership performance. Am not saying it should be separated
from whole understanding of a basic threshold of what a school principal should be
skilled, or | know as a school leaderu b wh at I mean i s that
development is something that is ongoing. What do you see, is that some of the
challenging tasks, that would mean you must up your leadership skills to deal with? Some
of them like one, like discipline and you csee and deal with, like every day, some
different scenarios present their own issues.

This view implies considering leadership development as the sensibilities and flexibilities
required in order to fit and meet the school leadership demands of a givext adrpractice and

to deal with challenges that exist. Huber (20d@&jintains that school leaders are a force behind
the success of their schooldowever, the view of the participants as expressed in their responses
above suggests that school principaie only a force where and if they possess the appropriate

skills that enable them to engage in effective running of their schools.
Regarding school leadershdevelopment being contegependent, Thembeka further explains:

Thembeka:Ilt means being respsive to place and need, and not just a set of these
gener al once off trainings. Yes, it is th
these trainings. But, so for an instance, to say this school is in this township and this is

how the school leader shallenged in the role, and what can be done with the principal

to equip for these challenges. | mean what she needs for her to achieve expected school
improvement.
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Thembekads response suggests that whattanti s con

to unpack in understanding of leadership development.

Further to the expectations of leadership developmeiniglmntext driven Sbu and Mweli
added that the effects of social problems such as teenage pregnancy, violence and sense of
entitlements décts the supposed progress in schools thereby affabtndayto-day running of

the schools.

Shu: | feel there is need for our trainings to focus on the problems we have within the
communities especially dealing with young mothesse and those who aralready
mothers it is difficult and confusing to deal with them because these are kids in mind and
physically adults.

Mweli: Violencehas become a daily reality in our communities and we can never have
peaceful schools if this is so. What this meansrferis that we need to be supported in
handling this because even our lives are threatened as it is.

Sbu and Mweb soncerns on what and how their leadership development should focus could
imply that the contents of leadership development they have bpesezkto may not be topical

to them as it is not focusing on what they have seen as issues within their context.

Hence, | followed up on these discussions and in the next step decided and explored how the
school principals experience their leadership dgwekent and what is the nature of these

experiences.
54 Theme 2 SchoolPr i nci pal s6 Experiences of Leadersh

In order to be clear on their narrations about the experiences they have had of leadership
development, | cued previous discussions on how teyersbod their school leadership

challenges as defining what their school leadership development needsdrersean.

| followed up onwhat the participants understood and how they viewed school leadership
developmentThe f ol |l owi ng section presents the part
their experiences of the processes of deciding the leadatstielopment, approach to delivery

and, the content of the programmes they have engaged in as school principals.
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54.1 SchoolPr i nci pal s6 Accounts of Their Leader shi

In their responses, the participants suggested that their leadegskipgiment require targeting

their training to meet individual and unique needs. During the focus group discussion, | sought to

find out how the participants experienced their leadership development training in terms of how
often they attended, in what for a n d content. The participant
opportunities for leadership development were regularly provided for thethe form of

workshops and seminarbany of the participants began the conversation by explaining the

variety of traininghey had attended

| have been engaged in a number of leadership development. To start with | have done
whole school development, and | have been exposed to IQMS which is integrated school
management system. | have been exposed to teacher disciplinehHe#hhalso | have

attended disciplinary measur¢kughs and peers knowingly join in the laughtdro n 6 t

get me wrong, by that I mean sSsteps weodre t
who are misbehaving. Yea&h, therebds quite s

Sone of the participants explained further what they had engaged in.

€ yes, a whole lot of them, especially many workshops about school management,
financial management, the safety issues within our schools, discipline, budgeting, | can
mention a lot that thdepartment had orgasedfor us.

| have been engaged in discipline, management and strategic development of a school
many times. What are the other ones, the one that is done by SACE [m8&aunthg

African Council ofEducator$ for principals? (Peerschorus the name CPTD [continuing
professional teacher devel opment ] and us i
management systehtp enhance and monitor performance.

I asked who provided the programmes anhdt how o

there were other providers of the training programmes apart fromotae D

Within our district we have Afrikaans association of school leaders, they arrange
seminars, but just maybe they [meaniégDoE] think we [meaning now\frikaans

speaking schoolsf ace si mi |l ar chall enges because th
in, instead they give us timetables of what is available and when, so that you choose from

the availability
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The variations in the working context of school principals mean that theiriexpes also differ.

However, beyond the provision of access to appropriate training and develojiriseagually

i mportant to understand from s c hesponsidilieesaider s o
terms of what counts as appropriate. dddition, it is important to know how the school
principals themselves experience these training and development programmes. This is so that
one can understand and see how if what is provided aligns with the specific responsibilities
involved in leading thir schools Ther ef or e, i n probing further
experiences of their leadership development, | sought to explore in the focus group what the
processes of their engagement in these programmes were and if they are consulted about these

leadership developments that are being provided and how.

No, they donoét consult us. They just send
They do as they please because they see for themselves this is suitable for principals.
They donot ybeatthe baginking ofgshe year what we might need or at the

end of the year from our experiences this year, where can we help improve your practice

or which areas do you, the principal need help with

éyes, t hereds no c on sheyljusticamg with whataheyféehwen g , I
needé We only receive information that the
attend the workshops thatoéds all what happe

One of the participants during the focus group interview suggested that if propertatcrsul
were madewith the school principals before training begins, it can be an avenue to connect to
their sensitivities and ventilate the problematic challenges of their job, and the insights on these

as inputs will then make the trainings relevant.

€ | also think the department will have to consult us in a way, perhaps if they do ask us
to present our problems in the form of school improvement plan. But you know it will end
up again as paper work, they give themselves and that means insensitivitpgoause

they will never attend to the issues. So, you see in most cases, they come with their own
ideas in workshops which do not cover 100% of all of our school needs. But because we
are not consulted that is a problem, and they will not know what yadsrexe as usual.

| probed further why they thought there would be a difference if e &nsulted them before
training.
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A lot of information is top down, nothing is done on the ground to find out what are the
challenges schools are facing, experienaangeven, no one ask us how you are trying to
overcome your challenges.

You see we were always told through circulars, but we were not consulted to see if we
really do need this or in case there is so

Yes they nust consult with us or how would they know what is needful here? But you see,
normally what happens is we receive a circular from the department indicating that there
will be a workshop for this aspect or that. And you must aend

Piggotlrvine, et al. 013) and Forde (2011) empleesihe need to work with school leaders in
ascertaining what their leadership development needs are, and to isastbeir leadership
development according to these needs; taking into consideration their experiences. The
pari ci pantso6 views on | eadership devel opment

i mportance of giving attention to thesanteat ur e
of these experiences, including experiences of the leadership develdmmeng contents, and

the relevance of these to how training, workshops and or other development programmes can be
made or provided, need to be i n ways that ef
leadership development needs. As adults, ldslership development needs of the school
principal cannot be divorced from what and how they perceive these needs and ways of meeting
them Therefore, any learning or development programme targeted at meeting their leadership
needs outside of what thegrtsider these needs to be is bound to be problematic. Jansen (2016)
argues that school leadership researchers, in doing reskavehto reflect the variations in the

working contexts, professions, and positions of school principals which inform undarggn

they bring to their leadership development. These variations ar@ralsent n s c ho ol |l ea

experiences.

A

The participantsd responses also suggést t ha
training they attended however, fail to reflect the variations in the working contexts which
inform their | eadership devel opment expectat:i
they felt that the workshop trainingasinadequate for their &lership development needs and

the challenges they have because the programmes are either profiled or too generic that they do

not work in their specific practice context. Southworth (2010) emgbstsih at s ch ool pri
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leadership development entailscusing specifically ontheir responsibilities and providing

access to the appropriate professional training and developmemtatcht the responsibilities.

The participantsd responses regarding their
enga@d in indicate that two important considerations need to be taken in the provision of these
programmes. First, the leadership development providers deciding on what is appropriate
leadership development for the school principals. Second, deciding on leoveatiership

devel opment I's and wil|l be provided. Bot h c«
experience come to the fore in considering of the what and how of their leadership development

provision.

Intent on probing further on their experiencéseadership development in terms of approaches
to delivery, | decided to use the individual interview to seek explications to their views on their
experiences. The participantsd responses sho

development trainirggwere delivered as monologues and-imtaractive.

Ntombi:1 t 6s a number of wor kshops. They [ mean
and we listen, sometimes do activities in groups, but you know most times it is not enough
because they are notverydet | ed on what concerns youé

| asked Ntombi about where they attended worksliopgere these provided for them in the

school, odistrict-based.

Ntombi:No, they [ meaning DoE workshop provide]
[meaning school principals] attend the workshops mostlglisttict, all principals must
attend, and you just have éo

During the individual interview with Thembeka, | inquirédihe had attended any other forms of

leadership development other than the workshops done outside schools.

Thembeka:ét he i ssue of the types of trai-ning w
fits-all workshops. It makes easier for you to have an iet@ign available, that is good.

But that s whet her It wor ks or canot wor Kk
wor k? Hahahahah! Thatodés the i ssue, Pt owi |

putting a square peg in a round hole...
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Another participant during the individual interview shartdftts a me sent i ment as T

response.

Frank: ¢i n most cases they conduct workshops,
not concern your own case in yéur school,

| asked Frank why he thought he did not need some of the workshops provided.

Frank: é those are too good to work for us, schools are not the same, am sure you must

have seentha8 |t i s just that i n most cases wher

domd t ask wus as principals which areas of
embark uporé | think it is important that the schools must lbeard and handled as
individual school not as a group

| enquired further on a point that was mentioned duitieggroup discussion that is if worksisop
and seminarare the only way school principals would like to be engaged in their leadership

development.

Frank: 1t i s only the group workshop thing whe

In the individual interview, | enquired on thdexfts of not consulting with the school principals
before the trainings done.

Vuyani: Ye s , because you see, when these polic
believe in most cases schools are consulted. There must be some sort of an interaction
between the poliecgakersand the people on the ground than a mismatch between them
because nothing is done on the ground to find out what are the challenges schools are
facing or | mean experiencing

Ntombié vy besause even if they issue out thréatsnot attendingg but do you
commi tted to, when you dondt even know how
meanwhil e office work mount s, and youodore t
much of it. And even though sometimes thegtwa to do school improvement plan
indicating our weaknesses, but then you spend time on this, and they do not address
directly those weaknessés

Frank: é yes when they ask us to fill in our management plan towards our school needs.
I dondt think they go back to engage with
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our voices and thoughts wallticulated in black and white but you see, the case is that
they decide on what and how they want to run the training, wesidedined, and we

have noinpué and not being consulted, but call et
that does not cater for my needs, | feel it is meant for somebody elsewheret émd no
myself. But if | am being consulted it will be for ;e y e s , we do have art

whereby we do identify our needs, strengths and weaknesses but is it reflected in this
training? You see, all that effort is just about paper work as usual.

Mweli:é t he problem with the department, they
the job. Our experiences should and must count when preparing our training
programmes. But they don6ét engage us or as

points are. Butt hey do the workshop as they want
workshops do we need or have we done before or even where we need improvement on.

Forde (2011) draws attention to the increasing need for cissttoom of leadership development.

This requirel that close consultations between tHepartmentand the school principals
regarding their school leadership and leadership challenges take place often in order to inform

t heir school | eadership devel op men there isae t t he
absence of close consultations, and leadership development is decided without involving them in
the decision. Moloi (2007) emphassthe centrality of training and development of school
leaders in successful school improvement and transformatiowever, as Piggdtvine, et al

(2013) pointout, wnéi t i s not the trend, school |l eader s
leadership development has to be seen as impogman the evidence from research. The
participants in this study ffm this point in confirming that school leaders are not being
consulted for their input on leadership development programmes, which paradoxically are meant

to serve their needs.

Thenegatvity of school leaders about what their leadership developmeds @ee, and on what
prior experiences and challenges they have had or areas that they need consolidation,
confirmati on, and or c¢ haowmoe aipsp rwoarcrhy itnog .p rlonviu
development information through circulars that merelytenthem to workshop training, as the
participants describe, the providers neglect
implication negate the way their learning needs ought to be determined and or targeted
Therefore, even though leadesidevelopment workshops/seminars and training are provided
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for the school leaders, the way the school principals narrate experiences of the leadership
development workshops show dissatisfaction because they feel they are being undermined in the

process otleciding what workshops they need and or are provided for them.

The literature documents various types of school leadership development that include coaching
and mentoring, peer coaching, jelmbedded activities, neamcademic leadership/management
worksho, onthejob support, networking, developing team work, 4{tgake professional

learning, and so on (Sparks, 2009).t i's clear from thetheparti ci
experiences of the leadership development provided for them was that of fatigiiscamhect

because of the content, delivery, frequency and site. They viewed the approach to leadership
development delivery, from their own experiences, as notegtah them and, in that manner,

as inadequate. Their experiences of the approach aref ttetious doubt about the content and

its relevance, dissatisfaction with the pedagogical methods, which is seen to be all about

someone talking and them listening.

A point that is certain in these responses is that the resourcing and delivery ofddrshiga

devel opment as the participantso®d asanpeeoftheences
way adults learn and or engage the learning content. Hallinger (2016) observes the tendency to a
generic set of leadership development practices dhatdaptable to the diverse needs and
constraints of different school contexkéowever, Jensen (2016) cautions against the assumption

that generic school leadership development can keep pace with how actual school leadership
practices are challenge@koko, et al. (2015)emphasse on the need for school leadership
development not to be a mere futiiént but anopportunity for school leaders to gain essential

skills and competencies needed to succeed in their own schools. Earley and Jones (2009) surmise
that leadership development of school leaders involves ongoing process of education, training,
learning and support activities, which take place in either external orlvesdd settingsthis

contention raises a critical question about approaches to, amgl gitieadership development
programmes n ways that disconnect the school | eade
the interest with monotonous practices of using only workshops or seminars and same styles of
content delivery. Thus, the particigas 6 experi ences affirm the nee

in resourcing school leadership development empldsn Piggotirvine, et al. (2013), that
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school leaders dematehdership development that better eqaifem to acquire knowledge and

skills useful inday-to-day running of their schoals

Giventhat theworkshops are externally imposed without any input from them in deciding what
and how of the workshops, the school leaders felt that they were mere rscifpered to fit

into an already determined and decided leadership development that hardly severs their own
needs. Goldring et al. (2008) argue that beyond targeting the provision of generic skills, school
leaders need to be given the opportunitygiee input on what type, how and why of their
leadership development that serves the school leadership needs of their contests iior

them to be effective in the management of their schools.
5.5 Theme 3: LeadershipChallenges and Needs

In the focus group disssion session, | sought to clarify what teec h o o | princi |
understanding of their leadership development were, and inwdyastthese were given meaning

from their leadership challenges and needs, and whether these were unique to them as individual
principals or commonly generic. Their responses pointed to typical challenges they faced in their
schools that shaped their expectations of leadership development and define what they
considered as their needs

émaj or g ano éxpeaemcing and need helpth is on teacher absenteeism in
schools, and that is due to various reasons like iliness, family responsibilities and so on.

Another participant added a new dimension about learner discipline

I al so need -bet  and hadarc thoske gho have witsessed me a
abuses of different forms and the school b
anger.

Yet, another commented on discipline

édiscipline, because these are big probl en
councillars who assist these [undisciplined] learnérs

Regarding the different challenges the school principals face, | sought to understand more from

the group discussion whether the issues were fundamergttgd to poodiscipline If it were,
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what the natwe of itis and how much these challenga®related to what they are trained on.
However, the participants said that while their schools somewhat differ, what is usually a
common occurrence in most schools, and these were mentioned, which are usually what

commonly known

€ vyea, there are quite a number of issues or these things. Like discipline, but also
adolescentbehaviours financial management, parental involvement, dealing with
teenage pregnancy and there are also needs like managing teachilepandg é

On the other hand, some of the participants in gh@up discussion agreed that inclusive

development is important. One participant said that:

€ and | need a huge deep devel opment on
we are dealing wit learners that are progressed to the next grade rather than learners
who passed. You see what | mean. So, in all | would like to be developed on how to deal
with my management team, inclusive education, financial management, how to use and
improve curricium and discipline.

Yes, if we have a good informed leadership developmpegramme,| will want
trainings that wi || be able to equip me
currently facing. But it is true the trainings are short, and they ligleps, some of these

are good in paper. But do they say something for us on the ground with the issues at
hand, I mean you mu st understand thatos
depart ment . Say for instance, w ham whold 0o |
school involvement. | need to have a good relationship between all the stakeholders. |
need to have capacity for curriculum interpretation, leaner discipline, parental
involvement. You see, the most important thing is parental involvement béeausaist

not neglect their duty to the learners.

In the individual interviews, | decided to further the earlier points made during the focus group
discussion and to seek to understand how leadership development specific trainings that they had
been involed spoke to these challenges. | enquired in what ways one is challenged by these
unmet leadership needs that are mentioned earlier, like issues of discipline, how it is a challenge

specific to your own school.
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Sbu: S o, for me it os muissues, the rablens ghatertevwent cub nc e r
school from being a threat free school. Threats like drugs, school vandalism, sexual
abuses between and among the learners of opposite sex, and a lot of bullying attacks on
both | eaners and tcdlarleanersthat mustlbd poton rghitoaocks p ar

and working in unison with staff to get th
the parents, | suppose that there is where my major issues are, how to see that the school
gets working cooperationiwt h parents to ensure | earners

Thembeka:é in my school, many things disturb the main central activity of teaching
and learning including threats by learners to peers and staff. There are also instances of
increasing pregnant learnersptv do you deal with this, absenteeism both from learner
and educators and all, these impact what you do in terms of installing discipline, and if
you add lack of parental involvement, the gang activities in and outside the school, issues
of hungry learnersand the failure on the part of the department to do the needful for the
schools, you must agree here that one is seeing challenges from many fronts, and any out
of the scene solutions are merely palliatives and not the cure.

Ntombi: As a principalina@ wns hi p school they are more f
faced with daily like learners who belong to a gang and, some are being alleged to be
involved in car thefts, you could imagine; where learners stab people to death, hijacking
cars, vandaking properties and using drugs. The drugs are a serious one because they
using it is destroying them and leading them to do all other atrocities.

| enquired if all these happened within the school or were learners procured by outside
influences, while tryingd clarify how these negative issues from community can filter in and

impact normal school activities, especially if learners are mentioned in these circumstances

Ntombii  these drugs are also sold around the schools. Although the school, we are

fenced dlround, but you can see that they create holes in the fence and invade the school
grounds where they do their things. So, if | can get training and support as a school

leader on how | can deal with thelsehaviours| think | will be fine very fineé

Intxausti et al. (205) point out that a positive attitude to trainingase of the important

elemens in school leadership. The schoble ader 6 s ability t o I dent
appropriate training and leadership development for self and dgafflopment is crucial to
schoolimprovementThep ar t i c i p aof issuégs ordagtbrd thah pwse challenges in their

different schools are similar. Yet, they identify varying areas of need for leadership training and
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development considered as necessarytlfi@m to be effective and able to deal with the
challengesin their respective schools. Therefore, it is significant to note the view of the
participants that leadership trainings, which are out of context, are not solution to their leadership
needs. Thembk a sums up in her words that fAany out

and not. the curebo

However, as already discussed, appropriateness of trainsghool leadership development is
perhaps dependent on what the school leaders themseh&der agheir pertinent needs and

the challenges of their individual schools. Whereas these challenges are catalogued by the
participants in this study to include relationship issues, threats to learners and educators, learner
pregnancy, gang violencéndiscipline, stakeholder issues and lack of involvement, drugs,
poverty and improvement afuality in teaching and learning, asd on, it is clear from their
responses that these are challenges that manifest in different forms and gravity from one school
to the other. In recognition of their needs as unique, the participants affirm theticontgn

Bolden (2010) thatleadership development is planned, deliberate and a process that aims to
position leaderdo become effective in their role. Nakpodia (2pHhd Peretomode (2012)
reason that leadership development has to be an activity targeted at enltia@apglity of
leadership within an individual orgaation which in the case of school leadership development

can be taken tmean a specific school.

In this view of leadership development, it is seen as a focus, not on universal set of skills and
competencies of a collective, but on developing the abilities and attitudes of the individual
school leader. This focus is on preparing and supporting theidodl school principals in

running theirschools according to their individual and unigue needs. Moloi (2007) ersgdhasi

that training and development of school principals can be a strategy to pursue the transformation

of education. Education transfornatj perhaps more critically, involves understanding what
challenges particular schools have, and whatsah®ol leadership development needs of the

school principals in terms of targetisghool performance and desired school improvement. Yet,

these are acert ainable through the school princiop
challenges are; how challenges impact school leadership role, and consequently their school

leadership development needs. What this means is that the importance of relevamtextd co
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appropriate skills of school leaders for dealing with their school challenges cannot be

overemphased in understanding what they considered as their leadership development needs.

Again,i n the focus group di scuss.itasncriticakth ¢heirpar t i
understanding of leadership development, points to the relevance of conkaaglamship theory

(Bush & Glover, 2014) to perceptions and understanding of school leadership role.

Bush and Glover (2014) indicate that understandingsabfool leadership, fronthe theory
perspectiveis not a closg-ended issuayiven that leadership in practice is nuanced, contextually
influenced and defined. Recogimgthat contingent leadershgyovides an alternative approach,

which serves the natud school context¢Bush, 2006), it is perhaps not surprising to observe
particular emphasis the participants put on context. In their view, school leadership development

is emphatically about training to be fit for particular needs and challenges aticsiti of

practice. This understanding underscores the contentioRidgpotirvine, et al.,(2013) that

t hough school | eaders have the obligation to
performance, it is a problem if they are not able toedo@cause thelack the knowledge, skills

an attitude they need to | ead their school s.
leadership development of school principals should aitarget their individuaedneeds and
aspirations as schbéeaders. In further emphasig relevance of context to school leadership
development, Bush (2011) argue that leadership development has to fapecidic needs and
challenges of a particular conteand at the same time taking caggmce of the bernarking

of international crossutting needs. These arguments suggest that experiences of school leaders
as adults and the context of such experiences need to be involved in determining their challenges
and thus their own leadership development needBnénwith the foregoing contentions, and
intent on finding out what the schoutdbeifpri nci
allowed the opportunity | decided to explore more on the

development in the subsesnt sessions.
56 Theme 4 SchoolPr i nci pal s6 Desired Leadership Deve

The extentto which school leaders themselves are involved in the decisionih@io and
fwhap of leadership development in terms of how it is resourced and provided is of key
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importance to successful contextialit i on of school .Thiecaudenean thatd e v e |
leadership development is perhaps more valuable to the school principalsréidaenttheir

individual needs. Premised on this line of thought, | focused the nexp gliscussion on what

the school principals would want to see in their leadership development as the desired leadership

development.

The participants?©o responses i ndicated t hat
development that are being providéor them as desirable because the leadership development
do not connect with their individual leadership challenges and in that manner did not meet their

leadership development needs.

561 fASof I Can Get Trainingbo: SchoolsedPri nci
Leadership Development Training

The participants suggest through their responses that the enactment of externally determined
programmes of school leadership development for school principals are done without
consultations with the principals to ascartahat their desired development or areas of need and
leadership challenges are considered to be. In view of that, in the focus group and interview
sessions, | started first with a question to the participants which is whether they consider the need

for their leadership development as school principals desirable.

During the focus group discussion, the tefipracticab was regularly used by several of the
participants when referring to their leadership development, so | explored further what the school
principals meant b¥ipracticab as it randomly kept coming up. One of the participants explained

further,

€ what | mearnis getting support and training in areas that | need them in my school. |
want to get help on how to integrate what happens at school, at home and in the

communi ty, itods a big challenge. You finc
community and need tonsolidate what is learnt in school amid the other bad influences
in community.

Seeking more clarity, | again asked the participants if being practical meant making the training
speak taheir desired leadership developmewthen askedo talk more abaudesired leadership

development and what would one desire as leadership development as a school leader, their
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responses suggested that practical leadership developnterd that focuses on speciineeds
of the school principalThis is their view is ircontrast from looking at leadership development
from what the principals are assumed to require in order to deliver on the curriculum as this

focus group comment articulated.

There are lots of difficulties and challenges we encounter while running alsthibe
department can support us with very good trainings instead of so much threats for when
we dondét del i ve.rmydeasiretishoebe trainedras an administrator, on
financial training, human relationship, interpersonal relationship darurricula
development. | would like to get training on parental involvement, other needs like
managing teaching and learning, educator management. Also, how to deal with policy,
policy abuse, implementation, and challenges of proper policy implementatioty
school.

It is in viewing school leadership challenges from a fixated perspective of types of common
challenges and therefore using an actbsdoard consideration of school leadership learning
need, instead of t he secstawiag, exgerences; ang rreéds, dhatit n d i v
becomes a problematic dealing with school leadership development. This is because an across
the-board provision in both content and delivery has hardly permitted a close attention that the

individual school prinipal learning needs demands.

Accordingly, in the focus group interview, this discussion was furthered and | sought to explore
broader responses to the questidriat would you desire as your leadership development as
school leader in your schodl¥arying responses from the participants suggested that their
claims of differing needs also underpin their perceptions regarding what their desired leadership

development would be as these comments show

At the moment | can be developed on handling financeomarwbw to improve learner
discipline in my school. Because if the learners are not disciplined our work becomes
more strenuousé

| started teaching years back and then those were times learners were listening to us but
nowadays, learners do what they jusany making noise while going up and down
corridors, some of them get involved in bad behaviours using their pgoneS o me end
up not reaching school as destination in the morning but join some group of gangs on
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their way to school and get into trouble,nsetimes they come down here outside the

school to smoke and harass other leaners and girls particularly. So, if | can get trainings

on how to handle those and these Omodern t
greater time dealing with teaching afehrningé

e for my school . I owi || need | eadership an
but with management skills itds very i mpor
things you dono6ét know and si mipislyowygoadealt han
with this in my school.

Earley and Weindling (2004) observes that school leadership development is not just a learning
event that happens once or occasionalyher it is a caredong process. What this means is

that leadership devgbment must continually aim at matching the school leadership needs of the
school leader with appropriateining and development in order to suit the challenges at hand
Theschoolpr i nci pal participantsd® r esponaeadesshipshow t
development to meet their experiences and speak to their present challenges in their practice as
opposed to presumptive targeting of their learning needs and providing them with general
training on what is expected of them to know or learn asadbaders.

The focus group discussion was then followed up on with probing questions in individual
interview conversations that sought to find out what the participants considered their desired
leadership development to be and how they desired to belogede Their responses
unequivocally affirmed the desirability of leadership development and explicated furthémevhy

importance of leaership development for schamlincipals as Vuyani stressed

Vuyani: Leadership training is very important especialynen you combine the theory
and the practical parts of it. With experiences and what is learnt from school leadership
development training, it will be easier to manage a school. When you get a theoretical
knowledge and you have the practical experiendeatk it up you will be sure to have

what to fall back on when you are faced with challerdigesb u t I must say th
practical about what is happening cannot give me the exposure needed to manage a
school.
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However, in the seemingly common challengebool leadership poses, each adedtrnecs
needs are specific and in several ways can be reflective of their own practice situations as this by

Prince in the individual interview shows

Prince: € when trainings are provided it is a genesaltionfor us all, but when you

come to the grounds to see what the schools are, the conditions of each school differ from

one to the other. For instance, one principal might have issues of classroom discipline,
bullying, learner and educator absenteeism, yaitla@r is dealing with mostly serious

i ssues | i ke gang violence, drugs, rape anocd
and around the schoolsé these are also d
understand your own s c h eseHffesentlypat thebldvesraad a n d
the kind of attention required? | mean, can | assume that a learner who brings guns or
dangerous weapons to school is simply intimidating others or bullying me? That will just

beg the questi oné, rmeerssue ofdisciglinenlgnean,dtmastbeot |
seen thereds a wider iissue here, and need s
curtail and be dealt with decisively. And one needs to know how, especially if you see that

it is a fact that school is alggart of this community, you can see what | m&an

In the view of the participants, every school leader seems to see the challenges and their
leadership needs in their particular school as something unique in its owdespite the issues

or challenges entioned are the same as others. What this sigjgebkat perhaps the differences

in the challenges or needs of school leadership are not in the type, which is commonly seen in
schools, but in the way, which the school leaders themselves conceiveerepeand identify

these as areas of leadership development need. | probed further with a view to getting more
explanation on how the school principals saw their school leadership development needs as

unique.

Prince: So, if it is generic and general, howarcit speak to my concerns, it will not be of

much assistance to me, it must be specific, made to answer my own questions. | think
these trainings must be relevant and must empower us to be able to action and deal with
things that are specific to my ownhso o | i f |l 6m to be able to |
the challenges differ from school to school, and we see these things in different ways.

The responses suggest that the school leaders saw the leadership development programme by the
DoE as being foistedn them. They see the contents of these trainings as already determined,
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which means they are forced to fit into predetermined programme. The responses by the
participants further indicated how their leadership development is externally determined without

the school leaders involved in deciding on these leadership development programmes. In their
work, Rhodes and Brundrett (2009) argue that the variations in the working context and schools
where school | e ader s 0sednedessitatdne rbed foedesigaimgsdnaoolp ar e
leadership development programmes based on individual desires. Altthmuggsponses of the

school principal participants in this present staffiym this contention, what is important is how

to ascertain the individual leacship development desires of the school leaders.

There is therefore, a certain disconnectbetween what the DoE leadership development
provisions address and what school principals saw as their leadership development needs.
Consequently, there seemed te B manifest mismatch between how school prinaipals

|l eadership devel opment programme is being tar
in their respectiveschools and the desired leadership development of the school principals
necessitateOkoko, et.al. (2015yecognse that the role of school leaders in schools expose

them to situations of complex and challenging leadership work. The responses of the participants

in this study indicate that schoble ader s <capaci ty hisworkewilfbect i vel
dependent on whatpportunitesthere are for them to determine their individual leadership need;

the means or ways of providing for their learning and leadership develaphgair, given that

their desired leadership development is agnsidered as their opportunity of being consulted,
engaged and involved to enable them to develop the criticality, reflectivity, and creativity there is
need to understand what is fundamental to bringing the solutions to their school leadership
challengegAinscow, 2012 Christie 2010. Thus, | sought to find out how the desired leadership
development for meeting their leadership ndedshe dayto-day running of schoolsan best be

provided.

562 nABUtf They Can Come to Uso: StoRrovwé Thérr i nci p
Leadership Development

In the participanview, their actual leadership practices and the demands on school leadership
roles are challenged and influenced by school setting, which explains the variations in their
experiences. Accordingly, school pr iedybowpal s o

they experience leadership development, and their desires for their leadership development,
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which gatheredrom the responses of the participants in this study, are dependent switihg

in which they practee their role as school leaders. Tharfcipants envision a leadership
development that involves them in sharing with other peers their experiences and challenges, and
ways of addressing their similar leadership needs in their different schools as this focus group
comment show

€ we can lean from each other and strengthen each other as well, | think this will make
the difference

In the followrup questions, | therefore sought to find out in individual interview sessions with the
participants how their desired leadership development can beded effectively. The
participants expressed that they would like their leadership development to be provgie] on

and also to deal with how leadership development issues pertain to their schools.

Vuyani: | will be appreciative if the department ateing the training through my eyes

not through their instincts. But if they can come to us and they can help us veitie on
leadership development to suit our needs and the school community then it can help us to
improve.

| asked Vuyani to explain what Ineeant byon-site leadership development training.

Vuyani: Yes, | think it is important to know where we operate and why we need to be
supported or trained in a particular way, so we can respond to the problems and
difficulties we are facing in our schoads

| enquired further on the possibilities of-site training giving the availability of resources.

Vuyani: Yes, if there could be a change on how the workshops are done. You can see that
if not every individual school, certain schools may have similablems, and it will be a
guestion of which principals need this particular training and the principals themselves
will provide insight from their experience how issues pertain to them and on their
peculiar challenges. They can learn from each other arehgthen each other as well, |

think this will make the difference.

In corroboration, when | asked Prince in the individual interview the questiaiybu think on

site schooleadership development training can be a more effeatayeof delivering leadship
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development trainings for school principals as some suggBsittce responded that involving

the principals means providing them opportunity to own the leadership development training

Prince: Yes, to reduce our nenvolvement. So, | think | will beery happy if it will give

an opportunity to be able to say this is what | need, and in decision of training to be
provi ded, I tdéds an opportunity for me, I th
training in my own school to the fullest

| probed Prince to explain further what he meant by the opportunity to make best use of what is

provided.

Prince: Yea, yes training here, | think is going to make one become at ease, when you
come to someonebd6s school t o , ipwoald medrethat he tr
you can see what is happening. For me, to come and train people in their own sites
means that you really want to show them how things can be done better.

In the individual interview with Thembeka, when | asked her the same questigryDu think
onsite school leadership development training can be a more effective way of delivering

leadership development trainings for school principals as some st§bestsponded

Thembeka:é schools differ in geographical factors and sometimeshwyloel are doing

these trainings people who are present cannot relate to what you are saying cos of these
di fferences, So, if thén taainibgs cah beedona B ¢éh@ context where
people can make sense and see and feel, so you can understanteyhgo through,

that is what can make a difference in our leadership development.

| enquired further from Thembeka whether the question would not be about how feasible it is, if
the DoE do not have the resources to implement such indisddddiadership development.
Her response echoed the expressions that was alsolbydtde participants in the focus group
discussiorfor a clustered leadership development training for school principals coming from the

same area

Thembeka:But also forming alsters may be a better approachraining for school
leaders coming from the same area can help because you will be relating to what each
person says or know. For instance, we went for a training in Durban and the trainer was
telling us about the beach tteeand the talk is overly Durban what what what, and | said
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to mysel f, l dm from Newcastle what do |
to what the person is saying. But if we are to form clusters where we are sharing similar
experiences becausee 6r e coming from same district
area. Then we will be able to relate to what we are trained on because we are on similar
grounds.

This would mean that school leadership development learning is planned, and everyone involved
is party to the decision as surmised below as Vuyani commented in the individual interview

Vuyani: | think there will be a great improvement in our practice when we engage and
work with each other as colleagues in a wa#dnned and thought out training because it

will mean it is what | want that | will get. You know what they say, planning is the key

a great success. When we come together like schools in this district, we can all work
together knowing that we can benefit from our different experiences, we can learn from
each other, | mean support ourselves. But you see it means if planning ishdakita
prepares you for the occasion, and you know what to expect, also in terms of your
involvement and other parties too.

These responses express common understanding and view within the focus group and individual
interview, which is that the participensaw themselves as a community of school leaders and
their school leadership development learning needs as embedded within their practice challenges
and experiences. They saw themselves as sharing similar experiences and working within same
district whee certain communalities in terms of environmental and school community influences
existed and shape their school leadership challenges. They also viewed their situation as a
community of practitioners; they expressed a desire to learn from each othé&eagthsen each

other using a network of structured learning and leadership development in which they are in
control of their own learning as opposed to using only DoE periodic workshops, &ush

(2011) and Crow (2001) affirm that the use of networkasga means of school leadership
development allows for the creation of common shared interest and professional bonds among
school leaders and offeopportunities for the leaders to collaborateaction learning projects.

Smith (2002) maintains that adlikarners are characteedby the desire to set objectives and

take control of their own learning, which implies that approaches to adult learning have to
emphasse helping the adult learner to learn and not on educating the learner. Aegjnac

(2002 explains how individuals use their abilities, talents and resources as assets within the

137

k n



community to help and strengthen others. Engagement in community means collaboratively
working with others or peers through inspired action and learning that ingolvenunity

members to take proactive actions in control of decimaking processes. As a learning
communi ty, t he participants?©o Vi ews I mply c
participation in finding and enacting solutions to their school leagiedd#velopment learning

needs (Tamarack, 2003). Thus, in reversal of the traditional role of tdedhiearning, adult

learners, as underpinned by the SCT, require untraditionalreeézsal approaches where

learning is collaborative and shared in walyat emphasie reciprocity in knowledge creation

processes (Tamarack, 2003), and in which the learner makes their own meanings out of the

learning (Hausfather, 1996).

However, it is noteworthy to report that in the individual interviews with one of thipants,

a rather contrasting surmise is reached in re
and timing of school leadership development. Despite the mapgitgéng in the group that
consulting of the school leaders before training cemees with regartb what they want or

need for their leadership development programme and nature of involvement in the planning, and

making leadership development relevant and timely, one divergent suggestion irttisates

Andile: Yes, it is the respoifslity of the individual to go for the trainings as orgaerd

by the DoE. He or she sits there and listen to what is taught then come back to their
school to implement and also engage with other staff members and show them the
positives of the training. ®the part of the DoE, it is their duty to make sure that the
trainings they invite us to is of great value to us.

Although the school leaders had an informed suggestion of possible and relevant ideas on how
their leadership development is to be determied provided for themn their responses, they
tended to suggest a need for a shift in the DoE practices of resourcing and providing leadership
development of school principals. These responsestfaiDoE approach of imposing school

leadership develapent without their involvement both in deciding the training, the form and

content, and in defining what exactly are sch
and needs. The participants®d rcecsingthespmEsios ugges
of school principal sé | eadership devel opment
attention to how | eadership role is challeng

138



effect of this flaw is seen in the experiences ofgta with, and disapproval of the DoE
wor kshop trainings by the school | eaders as |
The DoE workshop training that school principals are compelled to atseconsidered as
inadequate and not completelevant to the school leadership needs of the school principals

Hal | i 2018 warksdisqusses what is observed as a growing consensus, which & that
generic setof leadership practices can be adaptable to the diverse needs and constraints of
different schoolcontexts. It is perhaps this consensus that informs the resourcing and delivery of
schoolleadership development in ways that target the leadership ofgdsool principals using

what, accordingo the responses of the participants in this\gtiglseen as oversight conception

of school | eader shi p c hatvemge fppethis apdrdacto thear t | C i
conception of school leadership challenges, anddutition the targeting of school leadership
developmentneeds asnspecifct . Thus, the participantsdo respc
(2014) contention that it is important to examine school leadership from context in order to
explore new approaches to understandiog successful school leadership responds and adapts

in different context

Turuk (2008) argueshat meaningful learning occurs when the individualolves him- or
herselfin social interactionChaiklin (2003) concurs thatlifelong process of development is
dependent on social interaction, while social learning leads to cognitive develofdrhest.
Crawford (1996) argues that the focus of SCT is on a learning contekich learrers play an

active leading role during leang. Sincero (2011) asserts that with peer collaboration, the
learner can master a task that could not be achieved or done alone. The conception of the ZPD in
Vygot skybés SCT pr eshetwgeo a enere cmmpetantnperson amdt ai less
competent pesoninvolving supportingheless competent personimdependent mastery of task

that they initially could not achieve alone on their own (Chaiklin, 2003). Development is seen, in
this way, as a function of social interaction processes achieved thraugtipation in peer
group interaction. The participantsd desired
desire for sharing and supporting each other with their experiences, which is a preference over
the practice of provision of workshops tharget them as homogenous. In being targeted as
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homogenous, the learning content of their leadership training provided in the workshops is seen

as based on assumed needs, wareldifferent from their actual challenges and needs.

Bush and Glover (200&xplain that networking as a leadership development practice promotes
professional sociaation and mutual learning, and provides potential for ideas transfer (Bush,
Ki ggundu & Moorosi , 2011) . The participants
development was to be provided agree with the notion and concept of networking. Crow (2001)
explains that networking is characsed by who the participantsre what the participantare
sharing, what brings the participants together and what participant s ttake from the
network. Commonalities in geographical location and context of practice in terms of school
district and or community, and preference for similarities in ideas and in their experiences are
points the participants mention in their respmswhich charactese their desire for bonding
together in a network of school leaders to target or pursue their individual leadership
developmentHowever, Bushet al. (2011) caution thatetworking is favoured as a mode of
leadership learning and perticularly effective when structured and embarked upon with a clear
purpose. What this caution implies is that whilse of networking as a school leadership
development practice is tenable, perhaps it will also involve considerations of how the process
works; specifying the purpose, who is involved and where. Accordingattderhaaret al.

(2007) leadership is contingent on the setting.

However, Jensen (2016) points out that school leadership development cannot be guaranteed to
keep pace with how actuattsool leadership roles are challenged. Bush (2009) affirms that there

is need to consider developing school leaders from an understanding of their leadership
development, which has to consider how best they can learn. Therefore, | was prompted in my
next ine of questioning teseek from the participants how, from their experiences, they think

their leadership development can be improved upon.

5.6.3 fi Wh Bays We Need the Departmené o : On Possibilities of
Principal sé Leadership Devel opment

Conside i ng the participantsdéd views on tidargofr | ead
the school leaders desires for their leadership development, | sought to find out more on their

future leadership developmenit probed further to ask them, if despite their compelling
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responses on the appropriateness of the leadership development training that the DoE currently
provides and the experiences thereof, is there not a way of improving on what is provided in

these tainings by way of the approach, contents, delivery and their experidncéée focus

group discussion, t he p atheteiisadomqp mirhpsoding orevehgto n s e s

the DoE trainings provided

é what | am saying is maybe for the immediate will not need the new knowledge you

got through the workshop trainings, but one might need it at some other time and then it
becomes handy. But the fact is that if it can be done for everyone according to their
needs, | think our schools, learners aad | wi || benefi't mor e an.
results, which is what we all waét

| asked, could the training not be improved so that it can lead to you achieving the improvements
and expectations you desire. The participants were of the opinion thalvenpent is possible,

but not without their inputs.

| really do think that the DoE can actually make a difference when it comes to
improvement of our trainings. They can start by appreciating that they gave us the jobs
as school leaders and, so they carstrwhat we know and have had as our experiences,
collective and individuaé¢

One of the participants suggested.

It is not that simple yes, or no. But now because the department wants us to do these
workshops in that same way, we are doing it again. # &li about what they want, that
is where | see the probleén

Another participant affirmed the view that the leadership development training can be

incorporated into a yeand reflective appraisal providing lesson for way forward.

| agree with you, and think the best way is they [DoE] will make out time after the end

of the school year and we meet them to discuss our challenges for the year. In that way,
no pressure, and we have ended the year and been able to think carefully how the year
went byé

However, there were other divergent views expressed during the interview discussion with the

participants
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Prince é hahahahaWho says we need the department, if we really need something to
be done, it means we have to do something ourselves to improve evigat2wWVe all
know that if we have to work after the school ygeas] ended it will be at our cost
because nobody from the government will want to go through with it given the éiming

Yet the overwhelming view suggestedthg participants in the focusayp discussions was that
the DoE can improve on the leadership development using inputs drawn from the experiences of

the school principal.

Moloi (2007) recogrsesthe need for training andievelopment of school principals as a process

that is of strategi importance to school traiesmation. The school principglarticipants in the

current study are of the view that somethimged to change about their school leadership
development if the expectations in their schools are to be met. However, what mdszls t
changed and who drives the change are crucial questions, answers to which are fundamental to
understanding what their desired school leadership developsrs=en to be. Yet, the responses

of the participants show a willingness and desire onptréof the school principals to start
deciding their schodkeadership development neeais their own and how these are to be met
(Piggotlrvine et al, 2013).

Rhodes and Brundrett (2009) put emphasis on the importance of considering contextual
differences ad differing needsn the provision of school leadership development that has to be
tailor-made to suit individual desires. Accordingly, Bush (2009) argues that the recognition and
understanding of how best adults learn is an important step in considenmugt appropriate

way to develop school leaders. In discussing how adult learners make sense of their learning
needs, Trotter (2006) explaithat with adult learners, care has to be taken to focus the learning
on their actual interests instead of whaatht eacher or | earning provid
interests. Smith (2002) discusses that adult learning is underpinned by Kathel®y, which
emphasses involving the learner through curriculum making to behaviour modificatrtbrgh
encourage the learner to identify needs, set objedivand enter learning contractft is

i mportant therefore, t hat good knowledge of
leadership development if it is to provide for a responsive engagement thattsaortbe needs

of the adult learner (Carlson, 1989)
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In expounding the argument, Yan and Ehrich (2009) reseghat usually differences in both
structures and systems of education across countries necessitate the need for leadership
development approbhes to take intocognsance sensitive cultural, social, orgaationa)

political and economic variations in the context of practice. Therefore, one could rightly argue

that aneffective planning and delivery of school leadership developmregframmes hat® be

in ways that put the focus on conteBut to what extent this focus has to be contexsealis

perhaps the critical question. Forde (2011) opines that there will be more value addition to the
planning, delivery and content of leadership develognfehe participants are involved in the
processes of providing its contehthvol vi ng t he school principals
the direction of their leadership developmesatrrants their decision on their own learning goals

and activities, ad their being able to share ideas, experiences, and learning from practice
through interaction as a community to support
& Donal dson, 2004) . The use of schooopmeptri nci f
warrants positioning them as capable of understanding and taking responsibility for their own
leadership needs. Again, the dynamic nature of the interplay between what each school principal

as a peer brings to the learning community, and othelpeear ner s support to t
t o t he principal sbo |l eader ship devel opment a
(Vygotsky, 1978), particularly as adult learners (Kenner & Weinerman, 2011). It can therefore

be affirmed that important less® regarding the school principals, which has to draw from their

own understandings, perceptions and experiences as adult learners and as learning community of
practitioners are required for a nuanced approach to sghool n cléagesshipdevelopment

interventions.
5.7 Conclusion

This chapter was about data presentation andiskgan. It was divided into foduhemesnamely

sc hool principal sd under stshodp rnign coifp all esadbd eerxsphei r
leadership development; their leadersbifallenges and needs; their reflections on leadership
programmes and their desired leadership developmént.the case of biographical data, |

reported that the participating school principals had good and relevant qualificatibesato

school principabnd takepartin any way towards improving leadership development. On school
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principal®understanding deadership development, | found that leadership development can be
an identification of, and matching experiences with trainings; can be as a fletredopment

and as well as contextriven exercise. Concerning school principasperiences of leadership
development, | found that school principals required training that targetsgietir individual

and unique needs.

Regar di ng s c ladership phallenges iaru adedssthe principals pointed to typical
challenges they faced in their schools that shaped their expectations of leadership development
and in return they defined what they considered as their needs. On their reflections ishilgade
programmes and their desired leadership development findings disclosed that leadership
development is perhaps more valuable to the school principals i€dent their individual and
collective needs. Overall, from findings | noted that school grals are very much interested in
improved leadership for their schodlowever in order to grant them their desires; leadership
development providers shoukhdeavourto involve school principals while deciding dhe

fihowo andfiwhat of their leadershiplevelopment.
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CHAPTER SIX
LESSONSFROM THE RESEARCH JOURNEY

6.1 I ntroduction

In this chapter | reflect on thiessonsfrom the study regarding the perceived afesired
leadership development of school principdls. understand these key issues, | first provide a
recapof the research journey to show the essence of each of the five chapters of this report. |
move on to explaitessons that can be learnt regarding school principals perceived and desired
leadership development. | dwell on these lessons basetie findigs as they relate to the
critical research questionand how school principals perceived andesired leadership

development can improve practice. Finally, | conclude with my final thoughts.
6.2 A Recapof the Research durney

This study emanated from persomdiservations and existing reports from reseanctschool
leadership development in South Africa, which tended to highlight three important features: 1.
School leadership development programmes are fragmented across provinces and between
providers(Mathibe, 2007; Van der Westhuizen, 1992. A needexistsfor school leadership
development to draw on practice experiences @salCoPs (Mathibe, 2007; Naicker, et al.,
2014), which i mplies under st andi n ghinsheihowro | pri
contexts 3. Current approaches and content of school leadership development programmes,
heavily influenced by international literature, expound methodologies that are perhaps not
completelysuitedandaredifficult to apply in South Africais ¢ h 0 o | s ®uslg, etalt, 2081t  (
Ngcobo, 2012; Walker, 2017). What these suggested is that leadership development programmes
have tended to be more ad hoc and reactive than straBegit.is important to note that in the

literature, context charaetises school leadership discourse (Christie, 2010).

Although the context of the school policy framework in South Africa is very cleaootim
leadership and management functions of school leaders, it isongiletely known what the

school p r ires fori dpvaldpmdg theoh @ss school leaders is. This contention highlights
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school leadership as an area of challenge that remains obscured by lack of nuanced evidence of

leadership experiences of school leaders.

Yet school leadership is an item under dabcietal spotlight. Perhaps, major concerns and
interests in school leadership are due to the most obvious reasons. First what transformation is or

is not is shaped in the dominant societal gauge that appears to see transformation only in terms of
resource and visualised changes in school. Improvement in physical infrastructure, school
access and | earnersod6 success are Vvisible more
these outputs. Second, is theyped that follows accounts of learner parfmance, that is,

fixations on whether learners perform poorlyexceptionallyin schoolleaving exams such as

Senior School Certificate. The challenge therefore continues to be how to understand and unpack
the school | e ad edaytocddayeurnmneg of tharsch@ols, whidh in falatrgely

contribute to these other visible outcomes of school performance.

Thus, the rationale for the current study is seen im#wexl for more extensive research on the
school principal 6s atlfoeusab e thelconfext tifedr practice grameng t t h
from their own voices on leadership development. Secondly, from the personal development
point of view, it is considered important to understand school leadedsiviglopment from

school principals asimdv i dual s. Leadership devel opment i mg
and their skills, attitudes, and ability to cope with challenges, and influence outcomes in their
schools as individual school principals. Thirdly, it is considered important to esdmim

school principals make cognitive sense of their leadership development needs. How do they
make determinations of what their school leadership development needs are? Knowledge of
school |l eadership devel opment t btanting dfrtleemvs o0 n
experiences and desired leadership development is valuable and potentially contributes to
scholarship andhe practice and policy of educational leadership and managemd&duih

Africa.

This research report comprisesx chapters. Chapt One provided an introduction of the
problem in detail. In this chapter | provided the background and context of the study. I
formulatedthe critical questions that guided the study as foliows
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1. What do theselected school principals understand as school leadership development?

2. How have the school principals experienced leadership development in the past?

3. What leadership development pathways do the school principals desire and why do they
desire these pathws?

4. What can be learnt regarding leadership development for school principals?

Thereinl identified the research problem as the need to understand froscttbel principals
themselves what they think they have experienced in terms of leadership devélapchernat

they consider their needs to be and what they desire in their leadership development.

In Chapter Two | reviewed literaturestructuredthe chapterin four main sections. In the first

main section the major issues emerging are in defining fglaige | defined leadership as
referring to the ability to encourage others to work together by shaping the goals, actions and
their ability to perform better. | discuss#teories, such as instructional leadership, managerial
leadership, transformation#&adership, distributed leadership and contingent leadership
secondsection explored leadership development, school leadership development and different
approaches to leadership development. It emetgdhereare aseveraimethods and strategies

to leadership development including mentoring and coachpogtfolio keeping, reflective
thinking and networking; these showed the complexity of the challenges of school leadership. It
also points to nuances of school leadership development and its aahtgxh terms of school
leadership roles. The third section reviewed emerging trends in school leadership development.
Such trends include school leadership development versus cultural shift, context, professional
learning community, CoPs systerawide change, effectiveness, relational processes in
leadership, c@reating professional development, school leader expectations, sensitivity to
diverse school contexts and criticisms of the central leadership development framework in
China. These trends could s a result of the development of school leaders being a priority in
the educational policagenda of different country. The last section examined related recent
studies. It emerged that the changing context of education and expectations from school
princpals are becoming increasingly focal areas of educational leadership and management
research.
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In ChapterThreel di scussed the studyos thatthefmmeworkis al fr
made up of three theories. These theories incBa@oculturalTheoryby Vygotsky(1978). The
Kretzmann and McKrBaggdihésr ¥, 198839 Kscewiesd (198
Theory While ZPD and MKO were used to explore and identify the importance ofgagamng

mobilising assets within the communities and mentoring of school principals in their leadership
rol e, Kn o wl e keéarning Th8o8y49mpléxnenield ft as a lens used in understanding

the processes of how adults learn.

ChapterFour discussed the research nmtblogy. In that chapter | positioned the study within
theinterpretivistparadigm on the basibatto understand situations surrounding their leadership
development focusing on their perceived and desired form of leadership develdpaiepted

an expbratory case study research dedfge c ause t here was need to e
hand experiences and perspectives. | also reported that | generated data throwsguctemnsad

individual interviews and focus group discuss®mnd explained that dse were appropriate

because they were complementary and allowed for flexibility. | also explained that | was
reflective in using both methods, which helpedliscovery and elaboration of information that

is important to participants but might have bewerlooked or omitted by the participants in

using one or the other of the methods.

ChapterFive presented and discussed the data. The data chapter is made up of seven main
sections and four main themes. The fthemes were generated based on the resqagedtions.

Theme one is on school principalsinderstanding of leadershiplevelopment. Their
understanding of leadership development is that it involves training and supporting them in
leadership skills and knowledge that is relevant, not just generictethito the leadership

problems that challenge school leadership in their individual schools. This suggests that their
understanding is influenced by not only global pressure, societal trends and expectations but also

the local realities of their practige terms of the problems that impact their individual school

| eader ship. Theme two highlights school prinec
reveal s that targeting the school principal 0:
that am to meet individual and unique needs. Theme three is on leadership challenges and needs.

Some of the challenges that emerged included issues of discipline, relationship issues, threats to
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learners and educators, learner pregnancy, gang violencstakelo | d eaomingment and
involvement. Their needincluded unmet expectations implying that leadership development
should be planned in such a way that it will be deliberate and become a process that aims to
position leaders to become effective in their r@&embined, these shaped their expectations of
leadership development and defined what they considered as meeting their leadership needs
Finally, theme four is on school principaldesired leadership development. Their desired
leadership development incled individuakedleadership development training, contexitven

types of leadership development training and improved leadership development training that will
use inputs drawifrom the experiences of the schawlincipal. These suggest that their soho

leadership development is externally determined without consultations withttieeprincipals

On the basis of the research prockkave described above, | arrived at lessons learnt through

this journey in the next session.
6.3 LessonsThatCanBelearmnt Regar di ng School Principal sé

The i mportant | essons from the school princip

the following points.

1. The nature and basis f@chool leadership development of school principals need to be

contextually problemagedand understoad

The s choolviewaf thairdeaderahip slévelopment reaffirms that it is a need that
differs from one principal and context to another. Accordingly, leadership development
should be responsive to leadepshieeds, which vary from school principal in school A to
school principal in school Brherefore, their view of leadership development and awareness
of their own leadership challenges as well as their déesibe actively involved in learning

in order tomeet their school leadership needs h&webe taken into account in their

leadership development

2. As adult learnersschool leaders desire to take responsibilities for their own learsatiogng

the objectives and determining what to take away from traileg
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The responses of the school principals regarding their experiences indicate that they are
hardly engaged regarding their input to the content and designing of their leadership
development as adults. Whereagaaying distinctionbetween how childreand adults learn
exists (Knowles 1984) it is not thecase that this is recogmd in the present school

leadership development approach for the school principals.

. Varying approaches to school leadership development provisions includisite draining
are desirable to school principals in contrast to the use of onghansame style of
leadership training

The school principal sdé experiences affirm t|
school leadership developmeffiggotirvine, et al.(2013) points out that school leaders

demand leadership development that is designed in ways to better enable them acquire
knowledge and skills useful in ddg-day running of their schools. For an example,
considering themselves as assets (Kretzmaic&night, 1993), the participants emphsesi

that learning by sharing their knowledge and practice experiences within a community of

practice can be an option to facilitating their leadership development

. The school | eader sb6 desientareé syaonyenaus with Wwhatlise a d e r
commonly outlined in the literature. What is seen as variant is nofwhai, which is
subject of their leadership development, butfihenwo, which is the processes of providing

the leadershipgevelopment

Whereas the scho | principal s6 areas of desired | e:
generic and already known findings in the literature like administrative competency, financial
management competency, human relations and stakeholder manageomreictium
developmentpedagogical leadership, policy implementation, school discipline, stakeholder
involvement, and so on. Their views of htivese challengas$eir role and therefore how to

attend to their leadership development needs to these regards vary. The view bf schoo
principal sb | eader ship devel opment from a
challenges and using an acrtise-board consideration of school leadership learning needs,

to rationalse how leadership development is provided, is seen as erronepughi&achool
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principal participants®d responses. Their re
understanding, experiences and needs should become central in determining how school
leadership development is provided. This is because a genermmaisgecific provision in

both content and delivery style hardly permits a close attention that the individual school
principal learning needs demands. In other words fifteato of school principals desired
leadership development needs, merely seen from seemingly commonalities, often
overshadow thé&howo consideration, which is important. Furthermore, there is need to take
account of what the school principals considered as tlgue needs. This would imply

that as adult learners (Kenner & Weinerman, 2011) their needs will mean different ways of

learning that are specific, and reflective of their own practice situations.

However, some critical questions also abquadticulary r el ati ng to the sc
desired leadership development. First, the challenge of deciding on what is appropriate
leadership development for them presents a problem givefedsdbility and applicability of
individualised leadership developmerto suit all principals will be difficult to attain
Notwithstanding, context is an important consideration in developing school leaders to be fit

for the problems and issues that challergfective leadership in their schools, but the
feasibility of praviding individualised school leadership development training within the

South African school system is an equally important point for consideration. Second,
negating the school |l eadersdé6 prior experienoc
was sen by them as worrying. Their demand that their experiences as adult leamerto

the fore in leadership developmearbvision means that is important to involve the school

principals indecisions regarding howo develop them as school leaders. sSTBeems an
opportunity item that has been hardly recegdi Meanwhile, involving their valued and

varying prior experiencem the designing and delivery of the leadership developrient

them will result in mutual benefits. Promoting a community of practvhich will allow for

each being a peer scaffolding support to one another (Vygotsky, 1978) would then mean that
their learning will be supported with, and in the community through prior experiences they

share as school principals.
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The threepillar mockl in Figure 6.1, presents a conceptuahodel to understand school
principal sdéd | eadership devel opment i n South

suggested waforward in line with the findings of this study.
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Atriple -pillar Model for conceiving School Principals Leadership Development in South Africa

Unmet expectations |

Disconnected from PrincipalQ
prior experience and knowledge

Not contextualizedo meet
individual needs

Monotonousin style of training
delivery

Lacks input fromt NJ& y O A

Does not promote community of practicq

b vy

Figure 6.1: Three-pillar model for school principal§leadership development

perceived state of leadership

development

Links with prior knowledge drincipals

Diversified methods of delivery

Promotes peer learning and community 0
practice

—

School based

Inclusive of input from the school principalg
both in content and desigaf delivery

desiredleadership development
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Learner centred
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In the first pillar onperceived state of leadership development, the findings suggest school
principals feel a sense of disconnectedness in the way they tended to construct their current state
of school leadership development. Their perceptions of leadership developmenprsnuiing
community of practice, lacking the input of principals, being monotonous, not meeting their
individual needs and expectations are informed by understanding of leadership development
from the way their roles in their schools are challenged. Tpemiception of current state of
leadership development rests on a logic that school leadership development is not a need that is
generic. Their view is that their need and their leadership development cannot be separate things,
which means their needs deeidhat should be their leadership development. Along these lines

of understanding, the views cast school leadership development as not in isolation of, but
critically a response to, specific leadership needs. These views also speak to the way they think
of desired leadership development.

The second pillar on the desired leadership development suggests that school principals want
their leadership development focus to centre on school leadership challenges that exist at a given
time and place. Their desiredadership development is one that its approach should be on
working with them as adult learners as opposed to educating them as learners. Their desire is to
determine their leadership development learning needs and use their abilities, talents, and
resoures as assets within a learning community. Thus, desired leadership development is one
that fosters learning in a community of practitioneusing cluster networks of structured
learning. In addition, they want school leadership development which is shgpedhool
settings Their preference is for leadership development that is kel their schools in tune

with their varied experiences.

In the third pillar onthe way forward regarding leadership development for school principals, |
drew on thedisjuncture between the current perceptions of desires for their leadership and the
possi ble way forward for school principal sé
that is, school principaiseadership development should be consultative, sified, context
specific learner centred, and fostering networking and peer learning. The desired school
leadership development in the second pillar suggaspseference for learning that value

experiences in practice settings. This explicates the deabtihe school principals felt in their
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prior experiences of leadership development which inform their perceptions of school leadership
development. The way forward therefore warrants making the case for leadership development
that does not take for graa the fact that the school principals desire to see themselves as

actively involved in their own leadership development.
6.4  Final Thoughts

Current concern and interests, both in practice and research, among school stakeholders and
school | eadership scholars in South Africa a
leadership development. It is important that in all these, the schoolcpripal s 6 0O W
understandings of their leadership development; how they experience it and what they desire to

see as the leadership development that works for them; making them fit for purpose in their role

in schools, is not overlooke@he fact that contéxcharacteses school leadership discourse in

the literature (Christie, 2010) means that importdteéntion needs to be given to understanding

the school principals and the realities of their schiealdership practice from their own

experiences.

Findings in thispresent study revealed that the leadership development provided is not seen by
the school principals as in line with their needs in order to effectively lead in their schools. The
present findings thus attest to the contentiat the type of ledership development programmes
the school principals should be receiving, the regularity of such programmes, who determines
and provides the leadership development programmes and what the impact the leadership
development should make in the school priacip6s | eader ship role and
problemati ng t he i ssues of school principalsdé | e
(Bush, et al. 2011Kgwete, 20%; Mathibe, 2007). Similar studies conclude that school
principals tend tgerceive the school leadership development programmes being provided as not
focused on their leadership development needs (Mathibe, 2007). Other studies suggest the need
to contextuake s c ho ol principal sd | eader s hChikokodetevel op
al., 2014 Piggotlirvine, et al. 2013. This present study posithat the school principas
leadership development pathwesy more likely toaffect how effectively the principslenact
their leadership roles if grounded in the realities @irtitontext and needs, knowledge and
experiences. Yethere seemto be little evidence of leadership development programmes that
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draw on the experiences, expectations and desires of the school prinahl¢shat are
determined and or decided upon bydtwng the stretch of experiences, practice challenges and

needsok c ho ol principalsdé in the diverse school c

Understandingthe mportanceof localised experiences and knowledge and drawing on the
aspirations and desires of school principals acesgary first steps towards responding to the
contextual constraints and | atitudes to schoo
Having said that, it is important to point out that he h o o | principal sdé under
is slightly limited. Individual schools and school practice communities on their owind@geda

context but they also belong to a broadégger context, for an example, school district context,
provincial context, and the much broader South African school sygietaxt. In their emphasis

on their individual school settings dynamics as particular contexts, which of course as | have
earlier pointed out is important to acknowledge as such, they however seem not to see or
recognsethat theirs are not contexts in iathon of broader frames of school contexts in as much

as context is concerned. It is possible to argue here that it is of same importance to also
understand context from a broader sense and balance the significance or emphasis on the local
with broader speres of contextual possibilitie$icans and cannais i n school pri

leadership development

Together the three pillars, as explained in the model above, indicate the perception or
understanding, desire and possibilitiesleddership developmentf echool principals going
forward. Inthe thirdpillar | suggest that school principals@é
possibilities of drawing on and working wit|
contextual knowledge of their practicettings, by which | mean their taking the role of an active

rather than passive receiver of leadership development. This role, beyond simplysiagagi

providing them with leadership development in the schools or that match specific contexts of
practce as they advocate, also requires principals to take direct responsibility for acting upon

their involvement irtheir leadership development and recsgrg the desirability of leadership
developmentthat could easily and practicably translated acrosgegts school, district,
provincial and national. This is the change t

development.
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In consideration of the importance of direct responsibility iandlvement of school principals
in their leadership delopment and in view of theuggested way forward as | discussed above, |

would recommend the need for further research to explore:

1. How best, and what opportunities exist for
of their leadershiplevelopment programme, including from planning to delivery.

2. Examire what can be learnt from this and similar contexts about the importance and value of
school princi pal s ékeyinflaence onctheir perceptons iofdaadershipa s
development

3. The role and possibilities of muithodal styles and approachesnsite and offsite’i to
school leadership developmeptogrammesfor South African school principals and in

similar school systems.
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