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Editorial Note
In this issue of International Studies in Educational Administration we present articles from authors
based in Canada, England, Hong Kong, Nigeria, Turkey, the United States of America and the
West Indies. The collection of articles contributes to a broad theme of national, regional and local
change and improvement in education. As part of our editorial remit, it is incumbent upon us to
strive to offer research articles, think-pieces and reviews that have the potential to enable readers to
reflect upon their national context, policy environment and their own professional work. Over the
past four years of our joint editorship, spanning issues 39(1) to 42(3), we have been able to include
papers from 23 different countries offering a variety of themes related to leadership for learning,
improvement and effectiveness, transformations and transitions, sharing and internationalisation,
leadership development and leadership enactment. In this final issue we shall edit, we add to this
record by emphasising the importance and implications of change as a theme underpinning the
articles included.
In the first article, Disraeli Hutton examines cost sharing and the financing of public education
in Jamaica. He offers strategic modelling and change considerations which emphasise that the
ongoing debate needs to result in school funding levels which are commensurate with resources
that do not constrain effectiveness and learners’ life chances. In the second article, Fatehyah Algarni
and Trevor Male, based in England, present a review of the models and constructs relating to the
possibility of more devolved decision-making in Saudi Arabian public schools. The thesis offered
calls for more autonomy for incumbent school principals to ensure currency and innovation in the
learning experience offered. The article concludes that pedagogical leadership offers the potential
for an exciting way forward. In the third article, Scott Lowrey, based in Canada, reports on a study
of principal efficacy and transformational leadership. At the heart of this study is a consideration of
leadership development efforts and their relationship to the increasing complexity of the demands
faced by school leaders. Principal efficacy is seen to be a precursor for transformational leadership
and change. In the fourth article, Murat Baglibel, Mustafa Samancioglu and Zehra Keser Ozmantar,
based in Turkey, and Gene Hall, based in the Unites States of America, investigate the relationship
between teachers’ attitudes to change and school principals’ change facilitator styles. The study
shows that teachers’ may perceive their principals as ‘responders’, ‘managers’ or ‘initiators’, with
change-related attitudes of teachers significantly more positive when their principals were seen as
‘initiators’. Overall, the work can be seen to have potential implications in the drive to initiate and
steer helpful change within organisations.
‘Challenges to Leading Fair Student Assessment’ is the title chosen for the fifth article in this issue,
authored by Charles Webber, Shelleyann Scott, Nola Aitken and Judy Lupart. It reports on a twoyear study in Alberta, Canada designed to explore leadership practices that support optimal student
assessment and reporting in schools. This extensive study enabled the voices of a wide variety
of educational stakeholders to be heard, including students, parents, teachers, senior leaders and
professional development representatives. The article calls for change towards a more balanced
consideration of assessment, the importance of informed leadership and the incorporation of the
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student voice in assessment processes. In the sixth article, Shun-wing Ng and Yu-fung Chan, based
in Hong Kong, explore the perceptions of principals in their early years of incumbency with respect
to their preparedness for the role. Importantly, principals are identified as key players in educational
change and reform. The work illustrates the importance of a supply of informed and able principals
at a time when retirement and also the desire not to lead as principal are impactful amongst some
sections of the education community. In the final article, Oyaziwo Aluede and Philipa Idogho,
based in Nigeria, offer a refocus on the importance of teacher education in the context of needed
national development. A theme of the desire for change and improvement within schools emerges,
and this is seen to be more remote without the support of well-focused and able teachers in schools.
The article offers a review that identifies some of the key areas that could be addressed to help
reduce the disconnection between teacher education programmes and the daily challenges found
in the work of schools.
In summary, it is hoped that this issue of International Studies in Educational Administration will
inform an international readership, challenge them to think about their own work, and encourage
them to strive to undertake research and investigation that will add to our knowledge base. It
has been a privilege for us to jointly edit this journal over the past four years and we send all
good wishes to the new editorial personnel who will come after us and to those authors who have
offered so much to the journal during the tenure of our editorship.
Tom Bisschoff and Christopher Rhodes

Joint Editors, International Studies in Educational Administration
University of Birmingham, UK
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Cost Sharing and the Financing of Public
Education: Applying a Comprehensive
Model
Disraeli M. Hutton

Introduction

Cost sharing is not a new phenomenon within the Jamaican education system. The education
policy of the Manley regime of the 1970s highlighted free education as one of its strategies to
reduce the cost of higher education to Jamaican students at the secondary and tertiary levels of the
education system. In effect, the policy was one of access to both secondary and tertiary education.
Cost sharing in this case was in the form of the government increasing its share of expenditure on
education, which effectively reduced the cost borne by parents, guardians and learners. Prior to
the free education policy of the Manley regime, cost sharing included the payment of a portion of
the tuition fees by parents of children attending high schools. Access to secondary education was
limited to the few high schools that existed then, until the introduction of the junior secondary
schools that allowed a greater number of students to access education beyond primary and all-age
schools (Miller 1999).

The introduction of the Common Entrance Examination (CEE) in 1957 heralded a system of
meritocracy which allowed students to gain entrance to secondary education based on their
academic ability rather than the social and financial capabilities of their parents or guardians. This
approach to cost sharing had two outcomes: first, it provided access to more students to attend
secondary schools; and second, the government bore additional costs for secondary education
by providing scholarships to 2,000 students. With both the introduction of the CEE and the free
education policy, the government had taken on some of the economic cost that was usually
borne by parents. During the period of slavery, the cost of funding the children’s education was
the responsibility of the church or persons of a philanthropic orientation, along with parents or
whomever else were sponsoring them to acquire an education. Wolmer’s High School in Kingston
and Rusea’s High School in Hanover were started by a philanthropist who bequeathed funds to
be invested, with the proceeds to be used for the construction and running of schools (Education
Encyclopaedia 2013). The churches that became involved in the education of children actually ran
the schools as a part of their own establishments.
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Literature Review

The funding of public education has been a challenge for many developing countries. With a
weakening economic situation, the funding of education must be addressed before it reaches a
crisis state. The two main options – cost sharing and free tuition – have been implemented by a
number of countries with varying degrees of success. The ultimate aim of effective funding policy
is affordability, and the benefits to and impact on the government, the students and wider society.
Johnstone (2004) defined cost sharing as a shift of some of the “cost burden from government, or
taxpayers, to parents and students, [which] . . . is most associated with tuition and with fees or ‘user
charges” (p. 405). A much broader definition of cost sharing indicates that it ‘involves strengthening
partnerships with other government ministries, and building alliances with councils, communities,
and private providers of education, voluntary organisations, and beneficiaries’ (Peter & Henriot
2001: 1).
Kattan (2006) advanced the rationale for supporting cost sharing or fee payment, which are
embedded in the following reasons: to reduce financing constraints that governments face and the
disparity between spending on education and elsewhere; to supplement governments’ spending
on services; and to ‘…increase the involvement of paying parents in schools and in their children’s
education’ (p. 29). James & Williams (2002) pondered the effectiveness of cost sharing when they
said:
The basic question raised by an increase in user fees is whether or not an increase to some
levels, while raising the capacity of schools to finance their supply of education, can deter
households from undertaking the vital upgrades of education demand needed to support
industrial transformation and the elimination of remaining problems of underdevelopment
(p. 30).

Furthermore, the effect of cost sharing may not be consistent with expectations, that is, the corollary
of the cost-sharing policy may be negative. Kiveu and Mayio (2009), reporting on a study on cost
sharing in the Kenyan public education system, pointed out that ‘with increased poverty levels,
many parents and communities have not been able to meet the cost requirements under cost
sharing policy’ (p. 272). A review of studies of a no-fee policy in South Africa revealed mixed results.
Setoaba (2011), indicated that some showed that the free policy led to ‘overcrowding’, ‘financial
difficulties for schools’, ‘non-alignment of the national and school financial year’, and ‘deficiencies
in enforcement of the school fee abolition policy’ (pp. 39-40).
On the other hand, some of the studies showed that the no-user-fee policy has had a positive impact
on the South African public education system. Among the positive impacts are ‘increased learner
enrolment’, ‘enhanced access to education’, ‘promoting quality in education’, and an ‘increase in
gross enrolment ratio’. (pp. 41-42). It is not surprising, therefore, that Wiener (2010) warned that
‘prior to abolishing fees, governments should investigate more carefully the impact of the various
obstacles to education, including the costs of tuition and uniforms, opportunity costs, and other
non-monetary barriers’ (p. 9). As the implementation of the policies exhibits contradictory histories
and results, it is important to understand the context of the country and the education system
before a decision is taken on cost sharing or a no-fee policy. Broadly summarising the implications
of the removal of fee payments for public education, Lerotholi (2001) said that:

There is no denying, however, that where communities finance education, inequalities
between the households and communities risk being exacerbated. Because rich households
and communities are better able to afford to pay for quality education for their children
than poorer ones, their children get a head start. Also, because the quality of education is
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one of the key determining factors of children’s subsequent standard of living, it allows the
widening of the existing gap between the rich and the poor (p. 88).

Closely aligned with cost sharing is the equalisation of education. The equalisation model for
funding education is used within education systems to ensure that the funding available for
schools and school districts is not distorted by factors such as parents’ ability to pay or the wealth
available to schools, among others. Hightower, Mitani & Swanson (2010) described equalisation
of expenditure as ‘programmes intended to ensure that each district has the same opportunity to
raise the necessary revenue, in the context of an established level of resources required to deliver
educational services’ (p. 5). Wenglinsky (1998) and Carey (2002), tracing the phenomenon of
equalisation in the financing of school districts in the USA, said that it came out of the experience
of the 1960s when there was a great disparity among school districts in how they were funded.
Elaborating on the nature of the funding policy before equalisation, Wenglinsky said that:

The bulk of education was financed through local property taxes, which depend upon the
level of wealth in the school district. This wealth level, in turn, depended to some extent
on the relative affluence or property of the residents of the district, as well as the value of
commercial property (1998: 1).

Nechyba (2006) noted that there are two strategies that can be used to facilitate equalisation: stateprovided funds given directly to the public schools, and aid provided directly to parents. Brazil,
whose education system is characterised by inequalities in finance, access and quality across the
country’s five regions, has applied the strategy of state-aided funds sent directly to the public
school system (Gordon & Vegas 2004). Like cost sharing, equalisation seems to have had varying
results. Roy (2011), in a study of the policy to equalise the funding of education in Michigan by
increasing state funding in school districts with a low funding base, revealed improved academic
performance by students in some test scores, but no impact on others.

Card & Payne (2002), in a study of the effect of school finance reforms on the distribution of school
spending across richer and poorer districts that received increased funding, identified an increase
in ‘spending of these districts, narrowing the spending between the richer and poorer districts ...
[and] a narrowing of test score outcomes across family background groups’ (p. 49). Addressing
the efficacy of the equalisation policy, Gordon & Vegas (2004) stated that ‘an educational finance
reform to improve access and quality of basic education for all Brazilian children can provide
useful evidence on the impact of education finance equalisation strategies on access, quality, and
equity of schooling’ (p. 2). The combination of policies and strategies involving cost sharing, no fees
and equalisation can be optimised if the interacting variables are contemplated dispassionately.
However, it may be necessary to adjust these policies and related strategies as the situation changes.

5

6

ISEA • Volume 42, Number 3, 2014

Figure 1: People’s National Party (PNP) and Jamaica Labor Party (JLP) approaches to parents’
input in secondary education - cost sharing or free tuition
Factors supporting cost sharing and free tuition:

Government’s funding ability; public vs. private good; student attendance; parents’ ability to pay;
quality of educational output; and funding options available

PNP’S COST-SHARING APPROACH (1994)
Government
and parents
share the cost
of tuition

Auxiliary
fees
paid for
some
schools

Government meets the remaining portion of
the tuition and the other major cost of
secondary education

JLP’S FREE-TUITION APPROACH (2007)
Schools
allowed to
charge
auxiliary fees

Government meets full tuition and the other major
costs of secondary education

LEVELS OF COST SHARING
LEVEL 3

State government

LEVEL 2

School

LEVEL 1

Household

FUNDING SOURCES
Government; multilateral & bilateral agencies; parents and guardians; communities; alumni; private
loans; businesses; other

Defining Parameters of Cost Sharing

Cost sharing remains a feature of the Jamaican education system, despite the introduction of free
tuition by the JLP government in 2007; in fact, one could say that cost sharing is an embedded
feature of the funding of public education. So the political controversy surrounding the issue of cost
sharing versus free tuition has only served to stymie any serious debate on the funding of public
education. Figure 1 shows the basic components of cost sharing and free education, and the actual
areas of the education system where cost sharing is implemented. The discussion on cost sharing in
public education has focused narrowly on the level of tuition fees that parents are required to pay
in support of their children’s education. The issues which arose include (a) the ability of parents to
pay; (b) the amount to be paid by parents versus the government; (c) the use made of the amount
paid; and (d) the total amount paid, which depends on school type.1 To have any meaningful
discussion on cost sharing, however, the three areas identified in Figure 2 must be considered:

1 There are two types of secondary schools in Jamaica: (a) traditional high schools, which existed prior to the
1960s; and (b) upgraded secondary schools, which were first established when junior secondary schools were
upgraded to secondary schools in the 1970s.
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1.
2.
3.

The proportion of the state budget allocated to the education sector versus the
proportion allocated to the other sectors.

The proportion of the operating budgets of schools provided by the Ministry of
Education (MoE) versus the proportion obtained from the schools’ income activities.

The proportion of the local cost of education is borne by householders [bus fare,
lunch, travel, books, etc.] versus the proportion borne by the government.

Figure 2: Diagram showing present cost-sharing arrangements at three levels of the education
system
Factors supporting cost sharing and free tuition:

Government’s funding ability; public vs. private good; student attendance; parents’ ability to pay; quality of educational
output; and funding options available

!
STATE EXPENDITURE

LEVEL 3

Education
budget
12%

Other sectors of government (88%)

TRADITIONAL SECONDARY SCHOOL INCOME
Operating budget
(MoE)

LEVEL 2

Income
gap

School income: Donations & gifts,
PTA, income generation (canteen,
bookshop, other), alumni, user
fees

UPGRADED SECONDARY SCHOOL INCOME
Operating budget
(MoE)

School income: User
fees, income
generation (canteen,
6th Form Programme)

Income gap

HOUSE-HOLD LEVEL—travel, meals, books, clothing,
equip, fees, etc.

LEVEL 1

UPPER
INCOME

Meets all costs

MIDDLE
INCOME

Meets most costs

LOWER
INCOME

Meets some
costs

Gov.
support

Gov.
support:
PATH, ETC.

Income
gap

Income gap

FUNDING SOURCES
Government; multilateral & bilateral agencies; parents and guardians; communities; alumni; private loans;
businesses; other

Cost Sharing versus Free Education

Jamaica introduced a cost-sharing programme in 1994-95 whereby parents were required to pay
tuition fees as a portion of the cost (James & Williams 2002). In addition to the economic challenges
facing the government at that time, the situation was also that over 90 per cent of the education
budget was spent on salaries and administration. Elaborating on the impact of this skewed
expenditure on education, a World Bank (1999) report stated that:
Together, salaries of teachers and administrative and ancillary staff accounted for over 90
per cent of the total, leaving 1 to 2 per cent for public utilities, 1 to 2 per cent for supplies and
materials, less than 1 per cent for maintenance, and 1 to 2 per cent for student assistance
and other forms of student subsidies (p. 41).
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This cost-sharing policy was in place up to 2007, when the new JLP government replaced it with
free tuition and agreed to reimburse schools the amounts they lost as a result of the removal of the
policy. The World Bank (2009) report, though it was addressing the situation regarding primary
education, explained that the purpose of abolishing tuition fees, which was a feature of the costsharing model, was to encourage enrolment and school attendance. The assumption made was
that parents who were unable to afford tuition fees were less likely to send their children to school;
hence, the children who were most likely to be out of school were those in poor families. As a result
of the no-fee policy, equity and quality would be enhanced since the burden would be removed
from parents and guardians.

Based on the pronouncements of the 2007 Jamaican government, free tuition would increase access
to secondary education (Jamaica Information Service JIS 2007) because the cost of tuition would not
be a hindrance to enrolment or attendance. Indeed, both gross and net enrolment rates showed an
increase, although there were some fluctuations (Table 1). The gross enrolment rate (GER) increased
by 10 percentage points from 2007-8 to 2008-9. However, there was a decline of 7.2 percentage
points between 2008-9 and 2009-10, and an increase of 2.5 percentage points from 2009-10 to 201011. The net enrolment rate (NER) increased by 3.6 percentage points between 2007-8 and 2010-11.
This seems a rather small increase in student enrolment after a policy change from cost sharing
to free tuition, and even worse is the fact that the NER still remained at under 80 per cent after
three years of free tuition. The actual enrolment figures in Table 2 show that there was a mere 0.39
percentage point increase in enrolment from 2008-09 to 2007-8, and 0.66 and 0.13 declines between
2008-9 and 2009-10 and between 2009-10 and 2010-11, respectively. This raises serious questions
over the effectiveness and at least initial impact of the free tuition model implemented by the JLP
government.
Penrose (1998), in critiquing the justification for the promotion of cost sharing by the World Bank,
stated that:

It has vigorously advocated the expansion of private secondary schools as well as fee
increases in government schools on the basis of very little evidence and a good deal of
dogma, and has also constructed arguments for cost reductions in the state system on the
basis of its perceptions of private school performance (p. 88).

Defining Cost Sharing as it Currently Exists

Based on the disparities in the spending on education by school types (traditional and upgraded
secondary), households and the state, for cost sharing to become a model for guiding the funding
allocation for the education system, the following would need to be accomplished.
1.
2.
3.
4.

Cost sharing should lead to the equalisation of spending on schools by the central
government.
It should allow those who are better able to afford it to pay a greater proportion of
the education cost.
Recognising that education is both a public and private good, the government’s
responsibility should extend to the level of the household.

Public-private partnerships should be used as a strategy to implement the cost
sharing principle.

GER

NER

NER

Grades 10-11

Grades 7-9

Grades 10-11

63.2
73.5

52.0

65.7

83.8

90.15

83.95

79.4

82.4

97.9

237,283

2004-05

75.5

92.4

236,949

2003-04

62.65

54.2

71.1

89.1

83.1

95.1

236,410

2005-06

74.6

63.3

85.9

91.65

83.6

99.7

247,294

2006-07

74.6

63.3

85.9

91.65

83.6

99.7

250,837

2007-08

77.7

68.4

87.0

101.7

101.7

266,933

2008-092

76.5

76.5

94.5

94.5

265,176

2009-10

78.2

78.2

97.0

97.0

260,371

2010-11

23,905

182,243

18,046

Junior High & Primary & JH

Secondary

Technical

% change

Total

236,949

296

12,459

All Age

Vocational/Agriculture

2003-04

School Type

.141

237,283

290

18,031

184,984

22,290

11,688

2004-05

Table 2: Secondary school enrolment 2003-11

-.37

236,410

288

17,477

185,564

22,502

11,029

2005-06

4.40

247,294

266

20,009

193,251

23,246

10,522

2006-07

1.41

250,837

344

20,624

197,133

22,920

9,816

2007-08

.39

251,824

347

21,065

199,545

21,974

8,893

2008-09

-.66

250,166

364

21059

201,524

19,671

7,548

2009-10

-.13

246,965

360

20,788

202,284

17,300

6,233

2010-11

Note that the figures for both the GER and NER were given for Grades 7-11 and not separated, as in previous years, into Grades 7-9 and 10-11. This starts from
2008-09, when the GER was given for all the grades at the secondary level.

Enrolment rates are given as the gross enrolment rate (GER) and net enrolment rate (NER). The GER is the ratio of the number of children of any age enrolled in
a school at a given level to the number of the age officially corresponding to that level or cohort. The GER is expressed as a percentage, and it can exceed 100 per
cent. The NER only accounts for the enrolment of those children belonging the official age cohort in the population (Economic and Social Survey 2009).

GER

Grades 7-9

Enrolment
rate1

Table 1: Gross and net enrolment rates for 2003-4 to 2010-11
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5.

The role of the community to include alumni, diaspora, philanthropic entities,
business enterprises, groups and individuals who reside in close proximity to the
schools, non-governmental organizations, among others.

The first level of the cost sharing model is the government level. The central government spent
between 12.1 per cent and 13.4 per cent2 of its annual budget on education for the five year period
of 2007-08 to 2011-12. The amount should have risen to 15 per cent of the national budget based on
an agreement among members of the House of Representatives in 2003 (Task Force on Educational
Reform 2005), but this never happened; it would have increased the 2011-12 budget from J$73.2
billion to J$82 billion.

At the secondary school level, government allocation is based on a unit cost formula which
should allow the schools to have some level of equalisation in their access to funding. However,
the preliminary findings based on the data collected on the funding of traditional and upgraded
secondary schools showed traditional secondary schools to be at a definite advantage (see Tables
1 and 2).
Based on the data presented in Tables 3 and 4, the following analysis can be made:
1.
2.
3.
4.

Contributions outside of the allocation by the MoE to the operating budget of
traditional secondary schools range between 53 per cent and 183 per cent of the
amount provided by the MoE.
Contributions outside of the allocation by the MoE to the operating budget of
upgraded secondary schools range between 0.44 per cent and 62 per cent of the
amount provided by the MoE.
The per student budgetary allocation is uneven for both traditional and upgraded
secondary schools.

The per student budgetary allocation for traditional secondary schools is 24 per cent
higher than that for upgraded secondary schools.

Reviewing the disparity in the funding of secondary schools, Antoine-Smith (2011) stated that it
is the traditional secondary schools, which in the main cater for students whose parents are in the
higher income bracket, that are the most vocal against the removal of cost sharing. In contrast,
those upgraded secondary schools which are located in poor communities benefit least because
the parents are unwilling or unable to pay the required amount for cost sharing. The data obtained
from the schools used in the limited survey showed that there is unevenness in the amount of
financial resources available to secondary schools, but this unevenness is also evident between
traditional high schools and upgraded secondary schools. It is on this basis that the proposal for the
equalisation of spending on secondary schools is being made.
In addition to the fact that traditional high schools are better resourced and thus better equipped
to deliver a higher quality education to their children, the majority of these schools have longestablished alumni networks that provide funding and other forms of support which go to
enhancing the education programme of the school. Both types of school are now involved in
various types of internal fund-raising activities, such as running profitable tuck shops. What is
most striking is that the income gap that is necessary for schools to operate at an optimal level is
much greater at the upgraded secondary schools. The limitations or deficiencies in school resources,
including equipment, availability of space, and limitations in the quality of teaching staff, may be
directly related to inadequate income for the upgraded secondary schools.
2 Information obtained from the Economic and Social Survey of Jamaica between 2007-08 and 2011-12.

Traditional 4

Traditional 3

Traditional 2

Traditional 1

School

1,474

2011-12

1,367

2009-10

1,352

1,250

2011-12

2010-11

1,250

1,200

2009-10

2010-11

1,755

2011-12

1,789

2009-10

1,789

1,650

2011-12

2010-11

1,653

1,653

2009-10

2010-11

Student
population

Year

6,048,070

9,232,656

8,306,906

20,665,673

15,787,500

11,626,532

20,384,057

14,808,022

14,950,306

26,500,616

26,667,578

9,398,662

Local funds, $

Overall average unit allocation

18,911,756

15,317,474

14,041,855

11,300,327

13,167,000

14,283,468

19,661,322

20,247,700

19,040,029

18,903,885

18,295,000

17,604,500

MoE
subvention, $

24,959,826

24,550,130

22,348,761

31,966,000

28,954,500

25,910,000

40,045,379

35,055,722

33,990,335

45,404,501

44,962,578

27,003,162

Total funding, $

32

60

59

183

119

81

103

73

78

140

145

53

Local funds as
a % of the MoE
subvention

Operating budget for traditional secondary school

Table 3: Operating budget for selected traditional secondary schools

243,585.56

16,933.40

18,158.38

16,348.76

25,572.80

23,163.60

21,591.67

22,817.88

19,595.15

18,999.63

27,517.88

27,200.59

5,685.82

Unit cost, $
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Upgraded 4

Upgraded 3

Upgraded 2

Upgraded 1

School

24,784,771

2011-12

8,172,244

6,776,527

6,484,898

8,551,796

3,40,406

3,652,793

3,145,448

83,648

2,180,790

14,950,306

2,800,349

3,792,576

3,367,004

Local funds, $

32,957,015

31,060,227

29,427,398

22,351,796

13,800,000

15,052,793

21,088,343

18,893,700

17,797,500

33,990,335

24,193,822

21,513,062

14,179,379

Total funding, $

Local funds as
a % of the MoE
subvention

33

28

28

62

25

32

18

0.44

14

78

13.1

21

31

Operating budget for traditional secondary school

Overall average unit allocation

24,283,700

2010-11

13,800,000
22,942,500

1,200

2011-12

13,800,000

11,400,000

17,942,895

18,810,052

15,616,710

19,040,029

21,393,473

17,720,486

10,812,375

MoE
subvention, $

2009-10

1,200

2010-11

1,675

2011-12

1,200

1,680

2010-11

2009-10

1,700

1,789

2009-10

2009-10

1,330

2011-12

2009-10

1,379

1,352

Year

2010-11

Student
population

Table 4: Operating budget for selected upgraded secondary schools

185,703.70

21,400.66

22,028.53

21,019.57

18,626.50

11,500.00

12,543.99

12,590.06

11,246.25

10,469.12

18,999.63

18,190.84

15,600.48

10,487.71

Unit cost, $
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At the household level, 5.1 per cent of household expenditure goes on education (Planning Institute of
Jamaica (PIOJ) and Statistical Institute of Jamaica (STATIN) 2010). Table 5 shows that up to 2009, the items
making up the highest proportion of household expenditure on education were lunch and snacks, followed
by transportation and extra lessons. In the 2010 report, tuition and examination fees have replaced lunch and
snacks as the item incurring the highest expenditure for households. However, a more potent piece of data is
that ‘expenditure in the wealthiest quintile was $47 689.00 for Lunch & Snacks compared with $20 878.00
for the poorest quintile’ (PIOJ and STATIN 2012: 4.10). This represents a difference of 53.78 per cent between
both groups. While lunch and snacks do not constitute all the areas of expenditure, they represent the second
largest area of expenditure (22.3 per cent of expenditure in 2010). Overall, persons in the wealthiest quintile
spend 230 per cent more on education at the household level than those from the lowest quintile (Table 6).
Table 5: Nominal household expenditure on primary and secondary education
Category

2007

%

2008

%

2009

%

2010

%

Tuition &
exam fee

17,167.93

21%

17,463.73

19%

22,199.13

21%

42,247

32%

Auxiliary
& other
contributions

2,511

3%

53,61.5

6%

6,036.4

6%

5,843

4%

Extra lessons

14,376.37

18%

12,967.3

14%

16,188.41

15%

19,098

14%

Books

4,222.85

5%

5,632.82

6%

5,624.64

5%

6,233

5%

Transportation

14,799.62

18%

19,021.02

20%

20,635.44

19%

22,172

17%

Lunch and
snacks

23,912.13

29%

26,745.1

28%

28,393.24

27%

29,872

22%

Uniform

37,46.28

5%

4,869.75

5%

5,179.22

5%

5,840

4%

Other

1,269

2%

1,903.79

2%

2,078.63

2%

2,434

2%

Total

82,005.18

93,965.01

106335.11

13,3739

Note that the information for this table was compiled from the PIOJ and STATIN 2010 and 2012 reports on the
Jamaica Survey of Living Conditions.

Table 6: Average expenditure on education by households, 2010
Quintile

N

Books

Extra
lessons

Transportation

1 Poorest

335

3,213

7,450

19,229

20,878

3,840

1,542

56,152

2

330

4,627

14,007

19,592

25,081

4,808

2,173

70,288

3

268

5,227

12,217

19,910

28,319

6,000

2,405

74,078

4

256

7,035

14,829

24,170

31,640

7,105

2,701

87,480

5
Wealthiest

191

11,218

28,943

30,314

47,689

7,929

3,508

129,601

Launch
Other
Uniform
& snacks
supplies

Total

Note that the information for this table was compiled from the PIOJ and STATIN 2012 report on the Jamaica
Survey of Living Conditions.
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The data on household expenditure on education reveal an extremely heavy burden on poor
families, which constitute the majority of persons whose children are accessing education. At
the school level, fees are collected from parents and guardians to defray school improvement
funds. Therefore, even though tuition fees have been removed as a result of the policy of the JLP
government, secondary schools continue to obtain financial support through auxiliary fees and
other contributions paid by the parents. The third level of cost sharing is at the level of the central
ministry. The funding of the education system and the proportion that is spent at the different levels
of the education system represent its contribution to the cost sharing.

Redefining Cost Sharing as a Comprehensive Model

One of the goals of cost sharing should be the equalisation of expenditure across types of school
and across income levels of parents. At the secondary level in Jamaica, the per capita expenditure
on students in the traditional high schools exceeds that of the upgraded high schools. In fact, cost
sharing serves to widen this disparity because traditional schools usually collect a larger amount
from parents and guardians than upgraded secondary schools. In addition, the traditional high
schools have access to greater levels of funding support and therefore have more money available
per child to spend on learning facilities.
While one would not advocate a policy of redistribution of resources among the two school types,
additional resources would increase the chances of improved performance of students who attend
upgraded secondary schools. It could be argued that the additional resources available to traditional
high schools will have contributed to the better academic performance of students; therefore, a
policy of equalisation of expenditure based on the average operating budget available to traditional
high schools should be seriously considered. The experience of the Brazilian FUNDEF (translated
as the Fund for the Maintenance and Development of Basic Education and Teacher Appreciation)
demonstrates that intervention can make a difference in both enrolment and performance. In fact,
the objective of the FUNDEF was to ‘promote greater equity in educational opportunities among
states and across municipalities within states by guaranteeing a minimum per pupil expenditure in
primary schools throughout the country and partially equalising per pupil funding within states’
(Gordon & Vegas 2004:. 2).

Figure 3 shows how a realignment of funding would bring us closer to the principles of equalising
the funding of public education with regards to traditional high schools and upgraded secondary
schools. In the first place, it is necessary for the government to increase its budgetary allocation to
the education system.
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Figure 3: Diagram showing proposed cost-sharing arrangement for the education system based
on three levels of funding options
Factors supporting cost sharing and free tuition:

Government’s funding ability; public vs. private good; student attendance; parents’ ability to pay; quality of educational
output; and funding options available

LEVEL 3

STATE EXPENDITURE
Education budget
12%
Education budget
15-17%

Other sectors of government (88%)
Other sectors of government (83-85%)

TRADITIONAL HIGH SCHOOL INCOME
Government’s operating budget
maintained or adjusted
minimally

LEVEL 2

School Income: Donations & gifts, PTA,
income generation (canteen, bookshop,
other), alumni, user fees

UPGRADED SECONDARY SCHOOL INCOME
Government’s operating budget
matches the per student allocation to
traditional secondary schools

School income: User
fees, income generation
(canteen, 6th Form
Programme, etc.)

INCOME
GAP

INCOME
GAP

HOUSE-HOLD LEVEL - travel, meals, books, clothing, equip., fees, etc.

LEVEL 1

UPPER INCOME

Meets all costs

MIDDLE
INCOME

Meets most costs

LOWER INCOME

Meets some costs

Gov.
supp.
Gov. support:
Increased: PATH,
bus fare, meals, etc.

Income
gap

Income gap

FUNDING SOURCES

Government; multilateral & bilateral Agencies; parents and guardians; communities; alumni; private loans; businesses; other

With a slight adjustment to the proposal of 2003, the budget allocation should vary between 15 per
cent and 17 per cent, providing an optimum limit of 2 per cent above what was agreed then. With
the financial constraints facing the central government and the IMF demanding cuts in expenditure
and tax hikes to balance the budget, this option seems to unlikely at this time; however, the state
is not without options. Additional revenue can be raised by the state from sources including
(a) the National Education Fund, (b) tax amalgamation, (c) the privatisation of schools, and (d)
education bonds. Note also that the budgetary increase from 12 per cent to 17 per cent would be
implemented over a period of five years. This gradual implementation would reduce any shock
impact that might be experienced if the reallocation were to be done at one time. Based on the 2012
budgetary allocation to education of J$74billion, a 3.75 per cent increase per annum for five years
on the existing budget would yield an additional J$14.97 billion and make the education budget
J$88.97 billion by 2017, if everything else is held constant. (This would represent an increase of 16.83
percent over the 2012 budget.) At the same time, the MoE must make adjustments to the way the
budget is spent. Up to 90 per cent of its annual budget is allocated to administration and salaries;
even with the increase of the portion of the budget spent on education, the direct impact on the
education system will be limited because of the amount that this absorbs (James & Williams 2002).

At the school level, there would be a difference in the subvention allocated to schools. For the
traditional high schools, the government would hold the allocation at the current level but
encourage these schools to seek additional support from entities such as alumni, businesses, and so
on. For the ungraded secondary schools, the government would match the per student allocation
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of traditional secondary schools. In addition, those traditional secondary schools that fall below the
average would also be aided by the central government, to meet the principle of the equalisation
of funding of secondary education. As a part of their efforts, schools would be permitted to
reintroduce cost sharing under conditions stipulated by the central government. Of course, one
of the stipulations would be that no child can be turned away from a school because he or she is
unable to afford the cost sharing. As indicated above, the schools experiencing the largest funding
deficit are the upgraded secondary schools.
At the household level, the assumption is that those in the upper income level are better able
to fund the education of their children, so they should continue to do so. While at the middle
income level, households are finding it more and more difficult to meet the cost of supporting
the education of their children, it is at the lower income level that they are having the greatest
difficulties. The model proposed in Figure 3 recognises that the government intervention has to
be significant. The inclusion of the Programme of Advancement Through Health and Education
(PATH) and the steady increase of the allocation to this programme is also in recognition of the
fact that householders at this level are experiencing the greatest economic challenges. The most
important periods for establishing a learner in the education process are pre-early childhood and
early childhood. However, the data show that school attendance and enrolment are determined by
the factors affecting the parents and households at this level. The government must target support
at the areas where the cost is greatest to parents, including tuition and examination fees, lunch and
snacks, transportation and extra lessons. PATH has demonstrated its potential to help reverse the
imbalance in expenditure on education for the poor and the wealthy.

The government’s funding to address the income gap must be substantially increased. While true
equalisation of expenditure cannot be realised between the upper- and lower-income households
without government intervention to support the poor, the increase in allocation would go a long
way in increasing enrolment, especially at the secondary level. It is safe to assume that those who
are not enrolled or attending secondary schools are those from families in the weakest economic
category in the society. The gap in expenditure between those in the wealthiest quintile and those
in the poorest quintile must be narrowed. One is making the assumption that the better academic
performance of the children of the wealthiest is as a result of the fact that they have the financial
and other resources available for them to support the schooling of their children. Reducing the
expenditure gap would also depend on the income of the poor being improved over time. Setting
a realistic target for reducing the gap within the next ten years would be important. Even reducing
the gap through a significant improvement in the PATH programme coupled with an increase in
the amount spent on those in the middle and lowest income brackets would be moving household
expenditure towards a path of equalisation. The target of government policy should be to achieve
equalisation of expenditure on education at the household level. This means increasing the amount
spent on the children in the lowest quintile. With data showing a gap of 230 per cent in expenditure
in favour of those households from the wealthiest quintile, a goal of reducing this difference to 180
per cent by 2023 should be reasonable. This clearly will not achieve equalisation in expenditure at
the household level, but a deliberate strategy would at least be in place to achieve this goal.

Conclusion

The funding of public education in Jamaica, and especially secondary education, is still being
debated. It has been demonstrated that free secondary education has its advantages. During the
1970s, thousands of ordinary Jamaicans were able to access free secondary education as long as they
met the requirements of the meritocratic system based on passes in the CEE. In 2014, the country
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continues to face a significant economy exigency which is impacting on both the government and
the majority of Jamaicans. It has been well established that both the individual and the state benefit
from a workforce that achieves secondary education and beyond. With the current state of the
Jamaican economy, it is more likely that a sharing of the cost of education will be best for both.

As proposed in the component of the model dealing with secondary education, the equalisation of
spending should assist with the upgrading of secondary schools to address some of the deficiencies
which may be responsible for the significant lag in performance by many of these schools. Note
that the improvement in funding is not expected to impact academic output directly, but should
address issues which contribute to those factors which are directly related to students’ performance.
Robotham (2012) identified the secondary schools as the main problem related to the performance
of the education system. The emphasis on providing effective leadership is certainly an important
factor in students’ performance, but the effectiveness of even the most productive principal could
be constrained by resources, which are based on the level of funding available to the school.
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Leadership in Saudi Arabian Public
Schools: Time for Devolution?
Fatehyah Algarni and Trevor Male

Abstract: This paper reviews models and constructs of leadership in order to examine critically the role of
educational leaders in supporting learning and development in Saudi Arabian public schools. The main
conclusion reached is that the current system views educational leadership as the responsibility of a single
person and suggests maintenance rather than development and management rather than leadership. Whilst
there is now a governmental policy aspiration to implement collaborative learning, this seems contradictory to
their way of leading Saudi education, which models a centralised decision-making culture inside educational
settings. The construct of pedagogical leadership is therefore suggested as a way to change the culture of
teaching and learning in Saudi schools, and the principal recommendation is to reform the Saudi public school
system in order to give more flexibility and autonomy to leaders to be able to cope with the continuously
changing demands of learning and knowledge development.

Introduction
This paper investigates the challenges and possibilities presented to school leaders in Saudi Arabia
by a new vision and strategy that has been proposed by the government for the future of education
(Tatweer 2010). Whilst the Kingdom of Saudi Arabia (KSA) has been successful in establishing
a free formal education system that has led to universal primary education, greater access to
education for both men and women and increasing adult literacy rates, the education system faces
new challenges, many of which:

are the result of advances in information and communication technologies, and increased
globalization and competition among nations, which has created demand for skills that the
Saudi Education needs to promote (Tatweer 2010: 4).

Such demands have been met in other nations through a focus on the qualities and behaviours
of educational leaders, which have been demonstrated to be significant factors for the successful
operation of educational institutions and the attainment of students (e.g. Waters, Marzano &
McNulty 2003; Leithwood & Levin 2005). This consideration has resulted in abundant studies
and research on leadership in education with regards to its definition, theories and the differences
between leadership and management, as well as the roles leaders play in fulfilling the purposes of
their organisations.
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The intention of this policy statement by the Saudi government is to make student learning a
central concern and to redefine the roles of schools, districts and the Ministry of Education (MoE) in
supporting students’ development and growth. The overriding aim of this initiative is ‘to provide
students with 21st century capabilities and attitudes that will help them grow into productive
citizens who engage with the rest of the world positively’ (Tatweer 2010: 4). The intention of this
policy is to focus not just on academic attainment, therefore, but to also include the development of
students in dimensions related to their physical attributes, mental predispositions and citizenship,
outcomes that ‘will help the Kingdom strengthen its competitiveness in the 21st century’ (ibid.).
The principal mechanism for achieving such an ambition is the devolution of much decisionmaking from central government to the districts and, ultimately, to the schools that will be expected
to have the capacity and autonomy to design, plan, evaluate and lead their own development and
to be focused on student learning, with the principals and teachers being effective change agents.
Such an approach runs contrary to the nature of Arabic society, however, particularly to that found
within the Kingdom. Saudi Arabia is the heartland of Islam and the guardian of the two holy
mosques, and the kingdom’s constitution and law are based on the Quran (holy book) and Sharia
(Islamic law), overlays which mean that religion permeates every aspect of life. The context is
significant, it is argued, when exploring the ways in which formal leaders are able to operate, as
most decision-making, particularly in policy terms, has previously been centralised and culturally
constrained (Alameen, Male & Palaiologou 2014).

Most studies of leadership conducted in non-learning-based organisations such as in business and
politics, and particularly those in westernised countries, and are not always applicable to different
cultures (Hofstede 2001; Trompenaars & Hampden-Turner 1997). Subsequently, very few studies
have explored the application of leadership and management principles developed in a western
democratised environment to other cultures, and especially to Arab states dominated by Islam.
For this study, for example, despite an extensive search of literature very few published articles
on this topic were discovered (even when searching those written in Arabic) and unpublished
doctoral dissertations proved the most productive source of information outside of government
documentation.

The Saudi Arabian School System

Based on a belief that ‘the individual citizen has the duty for the pursuit of learning and the state’s
duty is to provide learning for its citizens’, the MoE represents the government in providing
and supervising free general education for all residents (MoE 2004: 6). This includes producing
the national curriculum (NC), issuing policies, providing training programmes and evaluating
the educational performance of schools, leaders, teachers and students at various stages. This
demonstrates how the Saudi school system has been highly standardised and centralised.

The academic year comprises two semesters, and the daily timetable in Saudi public schools consists
of seven 45-minute periods. Headteachers are responsible for planning and dividing these periods
according to given guidance on the number of periods for each subject. They are also responsible
for monitoring teachers’ weekly plans and ensuring fulfilment of the NC, which includes a wide
range of academic subjects, each of which also encompass social, cultural and religious values (AlHugail 1999; Al-Hamed, Al-Utaibi, Zeeadah & Mitwally 2007). Saudi teachers are formally obliged
to implement the NC and are provided with very detailed, static and prescribed curricula, yet at the
same time they are expected to facilitate the learning process creatively, enrich the environment and
develop functioning teaching strategies for all learners, inspiring their thinking, imagination and
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learning (Al-Aqeel 2005). Saudi curricula may thus be considered to be overcrowded to the extent
that leaders may have difficulty covering the stipulated contents in the time available. There are
also difficulties in personalising learning, since the current approach is curriculum-centred, with
the implication that all must accomplish the same activities and undergo similar assessments.

Strong criticism has been expressed on need for curricula to encompass social, cultural and religious
values, seeing it as ‘mental terrorism against intellectual, innovation and creativity of teachers’
(Sayed 2010: 87). One of the challenges invoked by the new government strategy, therefore, is how
to liberate districts, schools and individual educators from such a deterministic regime. This also
has its impact on the type of leadership, which can be described as learning-centred rather than
learner-centred, as the latter may involve notions of individualising learning. This distinction will
be explored more fully later in this paper.

The Role of Saudi Teachers

Teachers are continually required to update and improve their competences, training, and
qualifications in order to be suitably equipped for this unremittingly evolving field (Al-Salloom 1996;
Al-Sunbul 2008). This training has often been organised by the MoE and carried out in Educational
Supervision Offices (local authorities), where educational supervisors hold workshops and lectures
to promote teachers’ knowledge and competence. Leaders’ attendance of such workshops is not
motivated by promotions or encouragement, however, which might affect their enthusiasm
towards these programmes. The new government strategy intimates, however, that teachers
should see their role as exceeding the formal teaching of academic curricula in order to embrace
positive relationships with their pupils/students based on trust and similar to that between parents
and their children (Al-Salloom 1996; Al-Sunbul 2008). This will entail respect and fair treatment
to all learners, ensuring their moral growth and encouraging their social development and the
acquisition of important skills and values, such as collaboration and respect.

The Role of the Headteacher

According to Alhamzi (2010), the MoE specifies the roles and responsibilities of headteachers,
among which are:
•

accountability for preparing the school environment

•

organising resources and equipment

•

•
•
•

having a comprehensive understanding of the objectives of education and awareness
of the characteristics of pupils/students at the stage they serve
maintaining good relationships with students, teachers and parents

supervising the school’s provision through carrying out observations and assessments
of teachers’ and students’ performance
setting up appropriate plans for the short- and long-term targets.

Safety and security are also emphasised, as are the promotion of positive relationships with the
community and helping learners to understand their social context and to learn cultural and social
values that are important to consider during various interactions inside and outside of school (AlSunbul 2008). The duties of headteachers also include learning-related tasks such as monitoring
the fulfilment of the curriculum and student assessment, as well as liaising with parents in order to
improve their children’s attainment or to overcome difficulties they face.
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This raises two important considerations. First, the MoE appears to combine the role of leader and
manager, and appears to confine both roles to the headteacher. The highly structured, centralised
system in KSA thus leaves less opportunity for school autonomy and impacts on creativity and
competitiveness among schools. This may encourage centralisation within schools, since all
decisions are expected to be made by the headteacher rather than distributing responsibilities
and encouraging collaboration and creativity. Moreover, as AlKarni (2009) points out, these
instructions and guidance overwhelm headteachers with administrative tasks and accountabilities,
affecting their focus on developing their professionalism as leaders of educational and learning
organisations. Second, it shows that school leadership in KSA can be typified as learning-centred,
since it emphasises learning outcomes that are measured by examinations and formal assessments,
rather than the personalisation of learning which is the distinctive feature of the learner-centred
leader.

The Challenges for Educational Leadership in Saudi Arabian Schools

Reducing the role expectation of headteachers and developing the capability of others within the
school thus appear to be the main challenges if the desire is to move from a learning-centred to
a learner-centred approach. Saudi educationalists, such as Al-Buraidi (2006), argue that effective
leaders contribute to inspiring educational provision and supporting adults’ lifelong learning
through helping parents, community and decision-makers to comprehend children’s learning and
development. Likewise, learner-centred leaders support teachers and practitioners to gain practical
teaching strategies and engage in reflective practice (Al-Yahya 2004). Duhn (2011) comments that
leaders should be aware of the learning needs of children and adults in school and create operative
techniques to meet these needs. Accordingly, and because knowledge constantly changes and
evolves (Gardner 2006; Armstrong 2009), Saudi schools should seek to construct a learning culture
and model lifelong learning, inspiring staff and children to develop capacities for continuing
learning. Male (2006) suggests, however, that ‘building an effective learning environment is
beyond the efforts of one person, so the key task of headship is to build the capability of others to
exhibit learner-centred leadership at all levels of the school’ (p. 170).
From a western perspective, Senge, Cambron-McCabe, Lucas, Dutton & Kleiner (2000) and
Evans (2003) suggest that educational leaders play a significant role in building a philosophy
of teamwork amongst their followers, preserving positive relationships through maintaining a
balance between individualities, work culture and shared goals. This concept of a collaborative
partnership supports team members in coping with the educational demands in terms of policies
and practices (McBer, Forde, Hobby & Lees 2000). This provides children with the opportunity to
work as partners within a stimulating atmosphere with constructive interactions, which enable
them to convey their experiences and master skills within a balance of child-initiated and adultled activities. Furthermore, it enables children to make a positive contribution, be emotionally and
socially healthy, and enjoy and achieve advanced levels of learning and development (Dean 2009).
In Saudi schools, however, this philosophy of teamwork is still in need of further consideration,
as teachers tend to use competition to motivate learning, which limits the benefits of cooperative
learning inside classrooms.
Educational leaders should therefore aim to guide and facilitate the learning process through
participating in children’s activities, supporting their language development and acquisition of
social and communicative skills through verbal interaction (Vygotsky 1962), and motivating their
intellectual, physical, creative, social and emotional capabilities through allowing them to observe
and imitate their leaders as role models (Bandura 1977; Drake 2005). This can be seen in Saudi
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educational settings, particularly in kindergartens and early primary stages, where the focus on
language and social development are dominant themes. Unlike western schools, however, there
is insufficient time for free activities and play in Saudi schools, which may limit physical activity,
creativity, imagination, confidence, social interactions and, perhaps, enjoyment (Bruce, 2001;
Jenkinson 2001; Rich 2005; Williams 2009). Although leaders in Saudi schools may be aware of
such consequences, they feel they do not have the power to change this situation due to their
understanding of the MoE’s intention to give priority to academic achievements.

Effective performance of educational leaders entails organising time and space, because learners
should experience a variety of learning activities as well as enjoyment (Jones & Pound 2008).
Equally, the structure of space impacts on children’s motivation to enjoy learning (Blandford
2006). The learning environment should be supplied with a wide spectrum of facilities, organised
according to the planned learning activities with consideration of learners’ ages and interests.
Levačić (2010) adds that resources influence learners’ attainment, and leaders should therefore
ensure the provision and fair distribution of learning resources amongst all learners. Thus they are
responsible for evaluating the relevance, effectiveness and adequacy of resources to fulfil learning
outcomes and achieve the standards of education expected by legislators; this can be seen as one of
the most challenging duties of leaders in Saudi schools
A major challenge that faces Saudi educational leaders, for example, is the lack of learning resources
in both rented and purpose-built schools. Some leaders respond by buying resources at their own
expense, because they are aware of the benefits of such resources for learning attainment but are not
supported by the MoE in providing such materials (Al-Maini 2006). In some instances, residential
buildings are rented to function as schools, but the size of the classrooms may not be comfortable
for the large number of pupils/students, or helpful for teachers to implement various strategies
that may necessitate learners moving around the classroom. However, leaders are not allowed to
undertake any adjustment to the premises in order to fulfil educational purposes (Al-Buraidi 2006).
These buildings therefore lack safety facilities, such as emergency exits. Furthermore, the use of
rented buildings and leaders’ lack of autonomy over them have resulted in the absence of some
learning facilities in these buildings, such as libraries or ICT laboratories.
The challenge of organising time is not as problematic as organising space because the number of
periods and amount of curricula that are required to be covered makes the daily routine quite fixed.
Consequently, learners can predict what will happen in each period, although they may not face
creative challenges. Moreover, some of them complete the curricular exercises in their textbooks
before coming to school. To organise something new or different, leaders will therefore need to be
more flexible with time and space to allow more creativity and enjoyment in their lessons.

In addition, a central mission of leaders is to provide children with a stimulating environment,
in which their learning, imagination and interests are challenged and expanded by motivating
materials (Bruce & Meggitt 2002). This requires consideration of socio-cultural backgrounds, the
biological stages of children’s development and the learning content when planning activities
(Bruce 2005). This demonstrates leaders’ commitment to providing children with an enabling, yet
safe, environment (DCSF 2008). By doing so, educators encourage learners to express their ideas,
needs and feelings confidently, as they feel secure and assured that their needs are recognised and
understood by their leaders. Such recognition of the basic human need for belonging, acceptance
and security (Maslow 1970) enables leaders to understand their role in ensuring each child’s safety
and health. Saudi leaders, however, struggle with this issue. First, the above-mentioned condition
of buildings, especially rented ones, does not meet the basic standards of safety demands. Second,
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for safety and security reasons, educational leaders are unable to organise some learning activities,
such as scientific experiments and school trips, because of demanding regulations and instructions
that affect leaders’ enthusiasm towards such activities, limiting their autonomy and creativity as
well as learning opportunities for pupils/students. Filer (2008) suggests that children should be
allowed to take reasonable risks and face new challenges in order to gain new experiences and
develop their knowledge further. Furthermore, as leaders follow guidelines and respect limits,
they serve as role models who help children to learn social skills and to understand how rules
are important in schools and in the wider world, as well as the consequences of breaking these
boundaries (Jonson & Bush 2005). If Saudi leaders were encouraged to organise trips and to allow
learners to take responsible risks, this would be more beneficial and educative than avoiding such
activities completely.

In recognition of the complexity of dealing with a variety of ages, backgrounds and personalities,
Curtis & O’Hagan (2003) suggest that leaders should be equipped with a good psychological
understanding of child development. A knowledge of child development is important for
understanding the issues and processes underpinning children’s learning and development and
for producing appropriate learning opportunities (Vygotsky 1997; Smith, Cowie & Blades 2003;
Ford 2004; Snowman & Biehler 2006). Rhodes & Brundett (2010) argue that traditional learning
theories suggest two conflicting views: teacher-centred (top-down) or pupil-centred (bottom-up).
Yet cognitivist theorists recommend partnership as a way of maintaining a balance between both
approaches to inspire educators to cooperate and lead the learning process fruitfully. In Saudi
schools, despite the policies that urge the implementation of collaborative learning, the traditional
methods – for example, didactic teaching and learners sitting in rows receiving information – are
still used (Algarfi 2005, 2010). This is exacerbated by a focus on the memorisation of curricular
information (Al-Dawod 2004). This method of transmitting knowledge does not help learners
to construct knowledge in their own way. Hence, there is a need to change the school culture in
relation to teaching and learning towards an approach that acknowledges the impact of culture and
classroom context on students’ learning.
This may be achieved through adopting the construct of pedagogical leadership, which builds on
previous work in the field of education relating to learning-centred and learner-centred leadership
approaches through seeking to take account of personal and local learning needs, as well those
relating to organisational and systemic (national) needs. Pedagogical leadership thus extends the
notion of learner-centred leadership (which itself was a much more personalised approach than
typically employed in learning-centred approaches) to encompass the ecology of the community
as well as the individual learner. Such an approach, it is argued, inspires learners to develop their
learning interests beyond quantitatively measured learning outcomes to be concerned ‘with the
learning of themselves, and the learning of the team and of the community’ and ‘with the situational
justifications that derive from the context at a certain time’ to facilitate learners understanding and
judgement and inform their ‘decisions about future directions’ (Male & Palaiologou 2012:116).
However, the shift to pedagogical leadership would need to be at both the macro and micro levels
of Saudi education, because school leaders may not be able to make this change, while the MoE
is still making standardised educational decisions across all schools, regardless of the individual
state of each setting. Leaders of each school, it is thus argued, should be entitled to make necessary
changes in their schools and adopt appropriate strategies to promote teaching and learning that
correspond to the needs of the student body they serve.

ISEA • Volume 42, Number 3, 2014

Leadership Theories and Constructs

Conceptualising leadership entails an exploration of the distinction between leadership and
management, since some educationalists use both notions interchangeably (Jones & Pound 2008).
Others differentiate leadership from management, connecting leadership to shared principles and
to the creation of values and vision and the initiation of change (Coleman & Glover 2010), and
management to technical issues and the implementation of policies and curriculum as well as
the production of strategic plans and the making of decisions (Jones 2005). The managers’ role,
therefore, concerns maintenance rather than change to ensure the day-to-day authorisation of the
vision (Cuban 1988), whereas leaders are concerned with generating long-term plans for quality and
providing motivation and direction to followers. Visionary leadership and effective management,
however, are complementary, inseparable and equally important for schools’ effectiveness (Hall
1996; Busher 2006: Davies 2011). Professional management skills are necessary, but not sufficient,
for effective leadership because the emphasis on management may imply a means of upholding
the status quo rather than generating innovative approaches (Bloom 2003). In contrast, leadership
focuses on collaboration amongst all people involved in order to improve provision (Carr, Johnson
& Corkwell 2009), although it may incorporate management responsibilities (Crawford 2003). Male
concludes in earlier work that ‘any organisation needs a combination of leadership, management
and administration in order to run effectively and efficiently’ (2006: 3).
Educational theorists in western countries thus suggest that leadership behaviours should be
situational and contingent on context and circumstance (e.g. Southworth 2002; Male 2006).
Believing that different styles of leadership are needed for different contexts and occasions, Fidler
(2002) states that ‘leadership is a complex area with many apparently contradictory requirements,
[and that] suggestions that particular approaches to leadership should be universal ... should be
resisted’ (p. 32). Yukl (2002) similarly argues that ‘the definition of leadership is arbitrary and
very subjective’ (p. 4), although he acknowledges the usefulness of some definitions over others.
Most perspectives on leadership, nevertheless, connect this concept to the ability to influence the
behaviour of others, to deal with difficulties, to respond creatively, to contribute to the overall
development of the organisation and to lead followers towards achieving clear objectives (Bush
2011).

In educational contexts, Bush (2008) asserts that influence rather than authority is the a central
characteristic of leadership, adding that this influence is intentional as it aims to achieve certain
goals, and that it can be exercised by individuals or a group of leaders. Southworth (2002) argues
that leadership is “socially constructed” and is something substantially greater than the tasks
associated with formal leadership (p. 74). Leadership, instead, is a social interaction in which one
person influences the motivation or competencies of others in the group (Bass 1981). Consequently,
anyone can be a leader as the definition automatically concludes there will be followers who
choose to be influenced according to a variety of motivational triggers. The power of formal
leadership encompasses the right to administer sanctions, but such an approach has consistently
been demonstrated to be the least effective in establishing long-term change in the behaviour of
others (Goleman 2000). Effective leadership instead requires the commitment of a core group to
the same values, aims and priorities and the similar positive engagement of a critical mass of other
organisational members (Senge 1990).
These perspectives on defining leadership, identifying the purposes that leadership pursues and
distinguishing it from management have resulted in generations of theories of leadership that
have sought to understand how leadership is endorsed, who can be a leader, and how they can
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be effective. Older generations of theories included trait theories, behavioural theories, situational
or contingency theories and transactional theories (Fiedler & Garcia 1987; Horne & Stedman-Jones
2001; Van Maurik 2001; Turner & Muller 2005), all of which stemmed from either a belief in leaders’
innate abilities and competencies, or a postulation of an organisational hierarchy where leadership is
vested in fixed positions, as the way to successful leadership. Transformational theorists were more
holistic in theorising leadership, however, as they tried to combine organisational development with
followers’ commitment to the intentions of the organisation. Bass (1985) regarded transformational
leaders as change agents who promote followers’ awareness and commitment towards shared
purposes and the ways to achieve them, motivating followers to subsume their own interests for
the advantage of the organisation (Gill 2006).
As indicated earlier, these theories were typically based on occupations other than education,
however, which meant their application in educational settings required modification to suit
the nature of these contexts (Davies 2009; Bush 2011). Hardy, Arthur, Jones, Shariff & Munnoch
(2010) and Davies (2009) assert that transformational leadership’s contribution to students’ and
organisational learning is empirically evident, as it has a positive influence on individuals’ selfesteem and organisational outcomes. Hence, Leithwood & Jantzi (1990, 2000, 2006, 2009) suggested
an educational model of transformational leadership and identified three categories of practice:
•
•

•

providing directions to support and motivate people to achieve the looked-for goals
through shared vision

inspiring leaders’ emotional intelligence to help them increase employees’
competences and school performance, as well as encouraging people to take
responsibility and develop high levels of enthusiasm to promote the quality of
teaching and learning

reshaping the organisational culture and structure to enhance learning performance
amongst students and professionals.

These variations in the way leadership is viewed have resulted in a generation of theory that
emphasises the sharing of responsibilities and decision-making. Democratic leadership, for
example, depends upon participation and consultation (Woods 2004) based on democratic values,
such as delegating more flexibility to followers to act creatively in different situations rather than
confining all the power to a single hierarchical leader (Gronn 2010). Distributed leadership,
meanwhile, highlights the value of benefiting from different expertise where needed, regardless of
the formal position of those possessing such expertise (Harris 2002, 2004). Distributed leadership
in educational settings focuses on leaders’ interactions and their influence on their followers and
context, in which leaders play multiple roles including encouraging productive communication,
reinforcing relations between their setting and the community, motivating staff, organising
activities and, most importantly, creating and supporting a learning community (Rogoff, Turkanis
& Bartlett 2001; Day & Schmidt 2007). Harris (2010) views distributed leadership in education as ‘a
potential contributor to positive organisational change and improvement’ and provides empirical
evidence suggesting that it is ‘an important co-effect of school improvement processes’ which
improve student learning outcomes (pp. 57-58).
Instructional leadership is a model of educational leadership that focuses on impact (Hopkins
2003) in which the ‘critical focus of attention by leaders is the behaviour of teachers as they engage
in activities directly affecting the growth of students’ (Leithwood, Jantzi & Steinbach1999: 8).
This approach extends leaders’ role beyond administrative affairs to involvement in building
a culture of continuous learning and the sustainment of ‘high expectations and standards for
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students, as well as for teachers’ (Hallinger 2005: 3). Using the term ‘instruction’, however, may
result in bureaucracy when implementing change and in a de-professionalisation of teaching
(Evans 1999), since the focus is on the implementation of ‘a centralised and mandated curriculum
and the publication of students’ results’ (Sachs 2003: 10). Moreover, the emphasis may convey
a sense of hierarchical interaction through which headteachers intervene to enhance teachers’
performance, making learning dependent on a single person rather on than sharing knowledge
and distributing duties across the school (Supovitz & Poglinco 2001; McEwan 2003). Hence,
instructional leadership evolved into ‘learning-centred leadership’, to include broader implications
about the impact of leaders on their schools and learning outcomes, particularly on promoting
student attainment (Southworth 2009; Rhodes & Brundett 2010). Southworth (2002) suggests
that headteachers can use various strategies to influence student outcomes and offers modelling,
monitoring and dialogue as the most common overlapping, interrelated and simultaneously used
strategies. Modelling is about leaders setting themselves as examples, presenting their interests
in learning and teaching, and exploiting every opportunity ‘to promote and reinforce educational
values and practices’ (Southworth 2002: 84). Monitoring encompasses visiting classrooms and
observing teachers’ performance and implementation of school plans, curriculum and policies,
then giving feedback accordingly. Dialogue is about encouraging teachers to talk and share their
views about learning processes and elements, such as curricula, assessment, policies and learners.
This promotes their professional, reflective capacities, expands their teaching repertoires, and
strengthens their openness to continual learning from colleagues and from personal experiences
(Southworth 2009).
Despite this, as Van Manen (1993) argues, it ‘is possible to learn all of the techniques of instruction,
but remain pedagogically unfit as a teacher’ (p. 9). In a recent review of learning-centred and
learner-centred approaches to educational leadership, Male & Palaiologou (2012) argue that despite
the improvement of student attainment as a consequence of leaders’ engagement in promoting
teaching and monitoring learning provision, there is still a need to develop this model to bridge
two identified gaps: the narrowing of curricula and inconsistency in the implementation of plans
for improvement. Thus, they call for education systems ‘to shift their emphasis onto process rather
than on outcomes, to learning rather than on knowledge and to focus on developing learners’ and
equipping students with appropriate tools to construct, rather than transmit, knowledge in a way
that suits their current circumstances and time demands (2012: 116). Based on this argument, Male
& Palaiologou (2012) propose pedagogical leadership as a way to enhance the learning environment
and build learning communities through maintaining positive relationships not only between
teachers and learners, but also among all involved parties including parents, the community and
government. This proposition was justified by identifying the relationship between pedagogy
and leadership, which is rooted in the need for leaders to consider situational, social, political and
cultural influences in teaching and learning processes.

Summary and Conclusion

This paper has noted that despite the large number of definitions available, there is no single
definition that can encompass all of the characteristics of leadership, although some can be more
useful and applicable than others. A common finding in the literature of leadership is the emphasis
on distinguishing leadership from management, associating leadership with influencing people,
creating a vision, appreciating values, encouraging collaboration and adopting a culture of change.
Management, on the other hand, is about implementing policies, equipping the organisation with
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the needed resources and maintaining organisational schedules. Both leadership and management
are important to ensure effective functioning of the organisation.
Researching leadership theory has also led to the discovery of a variety of models, which initially
stemmed from business and political perspectives, and were then adapted to educational settings.
Due to the nature of these settings, the models of leadership were modified and developed
further, creating new educational models of leadership – such as distributed, transformational and
instructional leadership – each of which has its advantages and shortcomings. However, there is no
fixed leadership model that can be always applicable in schools, and leadership styles should be
adapted according to different circumstances.

The main conclusion reached is that viewing a leader as a single person fulfilling leadership
functions invokes concepts of competition and power, maintenance rather than development, and
management rather than leadership. The tendency of the MoE to implement collaborative learning
seems contradictory to their way of leading Saudi education, however, which does not model
collaboration. Instead, it models a centralised decision-making culture inside educational settings.
Since this is inconsistent with a collaborative learning culture, this paper has explored theories
of leadership that emphasise sharing responsibilities, unlike the older generation of theories that
emphasised the traits of individual leaders as a measure of successful organisational performance.

Amongst the recent approaches to educational leadership is the construct of pedagogical leadership,
which takes into account moral, cultural, social and political dimensions when developing and
encouraging learners. It suggests providing learners with tools to construct knowledge and develop
learning, rather than focusing on transmitting knowledge from one generation to the next, because
knowledge is not fixed, but rather evolves over time. This approach is therefore suggested as a
way to change the culture of teaching and learning in Saudi schools, because the current learningcentred approach provides only a focus on test results rather than inspiring learners to construct
knowledge and to be involved in designing their own learning.

The challenges and obstacles faced by educational leaders in KSA have a negative impact, however,
on the support for student learning and development. The centralisation of decision-making, a
lack of resources, unsuitable buildings and an overloaded curriculum impact on leaders’ abilities
to organise time, space and learning activities, which are significant elements for any learning
environment. Hence, this paper recommends reconsidering these factors and reforming the KSA
education system in order to give more flexibility and autonomy to leaders to be able to cope with
the continuously changing demands of learning and knowledge development. The MoE, it is
suggested, should provide educational leaders with learning-purpose-based buildings equipped
with appropriate facilities, such as libraries and ICT laboratories. The size of classrooms should
be consistent with the number of pupils, allowing teachers to pay more attention to individual
needs and embrace modern learning techniques. The amount of curricular content should be
reduced in order to allow more time to address learners’ interests and to create opportunities to
develop critical thinking, creativity and contemporary, concrete experiences. In this way, learners
would be able to develop a sense of ownership of, and enjoy, their learning, while leaders would
be able to build a pedagogically inspired learning community at schools, since the tangible focus
of schools, teachers and heads should be on how, why and when learners can learn best, not on an
instructional approach.
To implement pedagogical leadership appropriately, leaders in the Saudi educational context
need, in addition to flexibility and autonomy, to be offered more training programmes, which
should focus on important areas that have direct influence on learning and teaching, such as child
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development, group dynamics, organisational theory and various teaching approaches. Training
programmes should be linked to policies in order to prepare leaders to implement policies and
strategies appropriately. Thus, we conclude overall that Saudi education could be enhanced if the
MoE were to offer training on pedagogical leadership for educational leaders and also give them
more freedom and encourage their creativity to exercise their skills and influence appropriately to
the context for the benefit of the learning environment.
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A Mixed-Methods Study of Principal
Efficacy and Transformational Leadership
in Canada
Scott Lowrey

Abstract: The inaugural Canada’s Outstanding Principal’s (COP) programme was held in Toronto,
Ontario in 2005. The Learning Partnership, in association with the University of Toronto’s Rotman School
of Management and the Canadian Association of Principals, initiated this annual leadership development
programme to celebrate, encourage and support principals. The research question addressed is: How does
COP strengthen the relationship between transformational leadership and principal efficacy? An exploratory
analysis of the relationship between transformational leadership and collective principal efficacy is also
presented. A concurrent, equal status mixed-methods design is applied with data generated from online
surveys and telephone interviews. Principal efficacy was identified as a prerequisite for transformational
leadership, with the core transformational leadership practice of developing people driving the other core
transformational leadership practices. Over time, the relationship between transformational leadership and
principal efficacy appears to become more reciprocal. However, a network of individuals with high principal
efficacy does not necessarily result in collective principal efficacy.

Introduction
Statement of Problem and Research Question
Leading schools is complex work in times of constant change. The complexity of demands faced
by school leaders is a function of serving many constituencies and stakeholders, each having a
variety of needs. Navigating complex educational contexts presents significant opportunities and
challenges for school principals.
The inaugural Canada’s Outstanding Principal’s (COP) programme was held from 23 to 26
February 2005 in Toronto, Ontario. The Learning Partnership, in association with the University
of Toronto’s Rotman School of Management and the Canadian Association of Principals, initiated
this annual leadership development programme to celebrate, encourage and support principals.
COP recognition is based on four criteria: demonstrating instructional leadership, leading
others to develop professional learning teams, partnering with families and communities, and
actioning ongoing professional growth initiatives. These characteristics represent a synthesis of
Leithwood, Louis, Anderson & Walstrom (2004) and Waters, Marzano & McNulty (2003). Each
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year, approximately 30 principals, with representation from all ten provinces and three territories,
receive COP recognition.

This study focused on the insights of a COP recipient population (2005 to 2010) of 187 principals. A
study focused on COP recipients provides a rich source of evidence representing the perspectives
and best practices of successful principal leadership from across Canada. The purpose of this paper
is to discuss the following: How does the COP programme strengthen the relationship between
transformational leadership and principal efficacy?

Significance
The concepts of transformational leadership and principal efficacy, and their impact on student
achievement, are demonstrated to be important in the literature. This paper applies these concepts
to a leadership development programme to establish that developing leaders with abilities as
transformational leaders, and tapping into principal efficacy, are insightful elements of leadership
development. This study extended the concept of principal efficacy to include an exploratory
investigation of collective principal efficacy. Appendix A summarises the literature reviewed and
the key points relevant to this paper.

Literature Review
Transformational Leadership
Transformational leadership is one of several leadership models found in education research.
Principals do not work exclusively from one model; daily, context-specific principal leadership
behaviours contain elements of various leadership models. Recent studies (e.g. Hattie 2009; Katz
& Dack 2013) stress that instructional leadership defines the principal leadership role. Hattie (2009)
argues that instructional leadership, as indicated by a larger effect size, has a greater impact on
student outcomes than does transformational leadership. Katz and Dack (2013) demonstrate that
formal and informal instructional leadership have a positive impact on curriculum, teaching and
learning. City, Elmore, Fiarman & Teitel (2010) remind educators to focus school improvement
initiatives on the instructional core. Instructional leadership has a positive outcome on student
achievement.

Hargreaves & Fullan (2012) stress viewing other models of leadership beyond instructional
leadership. Researchers (e.g. Sheppard 1996; Marks & Printy 2003; Hattie 2012) recognise the
importance of integrated approaches to leadership based on transformational and instructional
models. Since instructional leadership is often focused on the (individual) leader and
transformational leadership is focused on leadership, transformational leadership is better
aligned (than instructional leadership) to the purposes of this paper. Moreover, transformational
leadership has a broader view than just classroom practice. One core transformational leadership
practice, managing the instructional programme, focused on instructional leadership. Therefore, the
transformational leadership model was identified as more all-encompassing than instructional
leadership, especially as it relates to the principal leadership role.
Leithwood & Levin (2005) state that leadership is about generating constructive change. The
generation of sustainable, constructive change is enhanced when leadership is operationalised as
a mutual influence process. Transformational leadership fosters capacity building and mobilises
enhanced commitment within schools and organisations. Moreover, transformational leadership
is defined as leadership for a time of change. Transformational leadership is thus consistent with
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generating constructive change. Silins (1994) asserts that transformational leaders challenge a
system’s status quo to create change in the system. Bass (1997) suggests that the transformational
leader approaches a system’s challenges as opportunities to change it. Finally, Louis, Leithwood,
Wahlstrom & Anderson (2010) incorporate core transformational leadership practices into their
comprehensive study. Since navigating change on a daily basis is a reality of leadership, it is
appropriate to frame principal leadership by core transformational leadership practices. Moreover,
the transformational leadership model has evolved into a more inclusive model that now includes
instructional leadership and distributed leadership as part of its practice. Transformational
leadership is a model of a leadership ideal in times of change; it describes the practices and
competencies of effective leaders.

Self-Efficacy, Principal Efficacy and Collective Efficacy
Foundational definitions of self-efficacy and collective efficacy are based on the work of Bandura
(1997). Bandura defined self-efficacy as belief in one’s capabilities to organise and execute the
courses of action required to produce given attainments (1997: 3). He defined collective efficacy
as a group’s shared belief in its conjoint capabilities to organise and execute the courses of action
required to produce given levels of attainment (1997: 477). Simply, self-efficacy focuses on a belief
in one’s own capabilities while collective efficacy focuses on a group’s shared belief in its conjoint
capabilities. Both concepts are focused on achieving a given level of attainment.
Several scholarly articles examine collective teacher efficacy and its influence on student
achievement (Goddard, Hoy & Hoy 2000a; Goddard 2001; Goddard, LoGerfo & Hoy 2004b; Hoy,
Tarter & Hoy 2006; Ross, Hogaboam-Gray & Gray 2004; Tschannen-Moran & Barr 2004; Ross &
Grey 2006; Stajkovic, Lee &Nyberg 2009). Some of these studies suggest the role principals play in
fostering this relationship. One strategy principals can use to influence student achievement is to
improve collective teacher efficacy. Collective teacher efficacy can be foundational, either positively
or negatively, to school culture (Tshannon-Moran & Barr 2004; Goddard & Skrla 2006; Schechter &
Tshannon-Moran 2006).

Hoy et al. (2006) state that ‘[t]hree organisational properties seem to make a difference in student
achievement: the academic emphasis of the school, the collective efficacy of the faculty, and the
faculty’s trust in parents and students’ (p. 426). These organisational properties are conceptualised
as having reciprocal, causal relationships with one another. Academically optimistic schools,
framed by these three organisational properties, influence student achievement positively.
Goddard (2001) examined the relationship between collective teacher efficacy and student
achievement in reading and mathematics. Among his research findings are that past successful
student achievement enhances teachers’ perceptions of collective efficacy, a positive relationship
exists between collective efficacy and student achievement, and aggregate collective efficacy is a
predictor of student achievement. Mascall, Leithwood, Straus & Sacks (2008) also demonstrate the
relationship between teacher’s collective efficacy and student achievement. Goddard (2001) asserts
the need for research on the role of principal efficacy in improving the collective efficacy of teachers.
Tshannen-Moran & Gareis (2004) define principal efficacy as a principal’s judgement of their
capabilities to produce desired outcomes in the school they lead (p. 573). The role of the principal
is to create a school environment that is conducive to the staff attaining its goals. This statement
is consistent with the indirect role that principals play in student achievement. Levin (2008)
stresses that everything of value in public education comes from teamwork and mutual support; a
statement that is supported by Robinson (2007). Building strong teams involves two main activities:
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bringing the right people into the organisation, and finding ways to strengthen the contributions
that all team members can make.

Leithwood & Jantzi (2008) find that school leaders’ collective efficacy is mediated by districts,
school conditions and student achievement. Creating conditions that enhance the development
of collective efficacy is one way to exercise this influence. Leithwood & Jantzi conclude (2008: 503)
that ‘[c]ollective efficacy is a significant predictor of job attitudes, training proficiency, and job
performance. In addition, it acts as a buffer to ameliorate the negative effects of work stressors on
employees’ psychological well-being.’

Goddard & Goddard (2001) reported that teacher efficacy is enhanced when collective efficacy
is high. Moreover, collective efficacy was found to have a greater influence on positive student
achievement than contextual factors such as socioeconomic status. However, Chen & Bliese (2002)
conclude that interventions that enhance self-efficacy do not necessarily enhance collective efficacy.
This conclusion does not preclude organisations from implementing interventions designed at
improving efficacy; leadership has a role in the development of efficacy. Goddard & Goddard
(2001) state that ‘[s]trong leadership and empowerment may indeed be aspects of organizational
life that can build collective efficacy’ (p. 816) Since the principal’s impact on student achievement
is indirect, and since teacher efficacy is positively related to student achievement, an ability to
advance the collective efficacy of staff may in fact enhance student achievement.

Transformational Leadership and Collective Efficacy
Researchers have used collective efficacy as a mediating variable (e.g. Walumbwa, Wang, Lawler &
Shi 2004; Nielson, Yarker, Randall & Munir 2009; Stajkovic et al. 2009) and as a moderating variable
(e.g. Walumbwa, Lawler, Avolio, Wang & Shi 2005). The relationship between transformational
leadership and collective efficacy is evident in the literature. For example, Walumbwa et al. (2004)
studied the role of collective efficacy as a mediating variable between transformational leadership
and the work outcomes of followers. Their study concluded that collective efficacy partially
mediated the relationship between transformational leadership and organisational commitment
and job satisfaction, and fully mediated the relationship between transformational leadership and
withdrawal behaviours. They also concluded that transformational leadership is an antecedent of
collective efficacy. These conclusions have organisational implications. For example, Walumbwa
et al. (2004) suggest that organisations should consider including a collective efficacy dimension
to transformational leadership training programmes. It would be interesting to examine this
suggestion within the context of the work of Avolio & Hannah (2008), who argue that although
leadership development can be accelerated, the developmental readiness of both individuals and
organisations must be assessed prior to the initiation of leadership development programming.
Both individuals and organisations must be ready to nurture collective efficacy.

Ross & Gray (2006) examined collective teacher efficacy as a potential mediator of the leadershipteacher outcome relationship. This relationship involved transformational leadership, teacher
efficacy and professional commitment in some combination. Ross & Gray (2006: 192-193) presented
the following findings:
1.

Transformational leadership had an impact on a school’s collective teacher efficacy.

3.

Transformational leadership had direct effects on teacher commitment, independent
of agency beliefs.

2.

Collective teacher efficacy strongly predicted commitment to community
partnerships.
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These findings reinforce the appropriateness of studying school outcomes through the interrelated
lens of transformational leadership and collective efficacy. Louis et al. (2010) support this assertion.

Goddard et al. (2000) demonstrate the relationship between collective teacher efficacy and
student achievement. They also suggest that principals play a role in providing staff development
activities that serve to enhance collective teacher efficacy. Capacity building is one strategy
used to enhance collective teacher efficacy. For example, Leithwood & Jantzi (2006) examine the
effects of transformational leadership on teachers, their classroom practices and student learning.
They identified fostering capacity development as one approach to impact positively on school
organisation and student achievement. Goddard et al. (2004a) continue their research on this
relationship and conclude that both teacher self-efficacy beliefs and collective efficacy beliefs
influence schools. In essence, efficacy beliefs help to mediate the successful accomplishment of a
task.
Walumbwa et al. (2005) examined the interactive effects of transformational leadership and efficacy
on workplace attitudes. Key findings from their research included the following: transformational
leadership can be applied across cultures; transformational leadership and efficacy can be studied
in combination; and this combination has implications for training programmes. This study
differed from Walumbwa et al. (2004) in that collective efficacy was used as a moderating variable
of transformational leadership and workplace attitudes, while Walumbwa et al. (2004) approached
collective efficacy as a mediating variable between transformational leadership and workplace
attitudes.

Researchers have examined the influence of collective efficacy on organisational outcomes based on
position in a leadership hierarchy. For example, Chen & Bliese (2002) examined whether leadership
climate and the location of the leader in an organisational hierarchy influenced self-efficacy and
collective efficacy in similar or distinct manners. Overall, the study concluded that upper-level
leadership related more directly to higher collective efficacy than lower-level leadership. Chen &
Bliese (2002) acknowledge that these conclusions may be counterintuitive in that one would expect
a group’s collective efficacy to be a function of its direct supervisor not further removed from the
leadership higher up the organisational hierarchy.
Strauss, Griffin & Rafferty (2009) conclude that upper-level leadership influences processes that
relate to commitment and not efficacy. Upper-level and lower-level transformational leadership
both increase efficacy, but in different ways. Upper-level transformational leadership increases
efficacy by increasing role clarity, while lower-level transformational leadership increases efficacy
by decreasing psychological strain. Strauss et al. (2009) offer two conclusions. First, upper-level
leadership enhances proactive behaviour by increasing commitment to the organisation. Second,
lower-level leadership enhances proactive behaviour by increasing confidence to initiate change.

Leadership development programmes can play a role in the development of collective efficacy.
The meta-analysis by Hannah, Avolio, Luthans & Harms (2008), for example, examined the role
leader efficacy plays in developing collective efficacy of followers. Their work is framed, in part,
by the transformational leadership model and their paper concludes with the recommendation to
organisations to provide leadership development programmes aimed at improving efficacy beliefs
of individuals and groups.
Kanit, Shamir & Chen (2003) examine the two processes (empowerment and dependency) by
which transformational leadership influences followership and the possible effects these two
processes have on followers. They conclude that personal identification mediated the relationship
between transformational leadership and dependency, and that social identification mediated
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the relationship between transformational leadership and empowerment. Moreover, a significant
relationship exists between social identification and collective efficacy, which suggests the value for
organisations of including transformational leadership training in a strategy to enhance collective
efficacy.

Goddard (2001) explains principal efficacy from a self-efficacy model. This study stresses that
principals shape collective teacher efficacy by providing teachers with mastery experiences. While
linking the development of collective teacher efficacy to student achievement, further supporting
the view that a principal’s influence is indirect, collective principal efficacy is not discussed. The role
of the principal as shaper of collective efficacy is also examined by Klassen, Chong, Huan, Wong,
Kates & Hannock (2007) and Goddard & Skrla (2006). Eck & Goodwin (2010) stress that collective
teacher efficacy is a better predictor of student achievement than socioeconomic status or race.
Hoy, Sweetland & Smith (2002), Elmore (2000) and Mascall et al. (2008) report similar findings. Eck
& Goodwin (2010) also stress that principals have a role in developing collective teacher efficacy,
but organisations must provide principals with appropriate authority and/or autonomy to do this
work. Goddard (2001) suggests that organisations should foster collective efficacy. This suggestion
has implications for leadership development.

Framework
Theoretical Framework
Transformational Leadership

Leithwood’s core transformational leadership practices – building a vision and setting directions,
understanding and developing people, redesigning the organisation, and managing the
instructional programme – were used for the purpose of this study (Louis et al. 2010).
Self-Efficacy, Principal Efficacy and Collective Principal Efficacy

The efficacy concepts used in this study represent a synthesis of Bandura (1997) and Louis et al.
(2010). Bandura’s (1997) definitions of self-efficacy and collective efficacy were used because both
were foundational to the work of efficacy researchers. Louis et al.’s (2010) definitions of principal
efficacy and collective principal efficacy were considered because both are current to the field of
educational research.

Bandura (1997: 3) defined self-efficacy as beliefs in one’s capabilities to organise and execute the
courses of action required to produce given attainments. Louis et al. (2010: 128) defined principal
efficacy as a belief about one’s ability to perform a task or achieve a goal. These definitions contain
the following common elements: based on belief not actual performance, focused on an individual’s
self-perceived ability, intentionally planned, and achievement-oriented.

Bandura (1997: 477) defined collective efficacy as a group’s shared belief in its conjoint capabilities to
organise and execute the courses of action required to produce given levels of attainment. Louis et
al. (2010: 128) defined collective principal efficacy as a belief about the ability of one’s colleagues to
perform a task or achieve a goal. These definitions contain the following common elements: based
on belief not actual performance, intentionally planned, and achievement-oriented. There is a slight
difference between these two definitions of collective efficacy. While Bandura (1997) focused on a
group’s shared belief in its conjoint capabilities, Louis et al. (2010) focused on a belief about the ability of
one’s colleagues. The collective in collective efficacy is the group; the collective in collective principal
efficacy is one’s colleagues.

ISEA • Volume 42, Number 3, 2014

Conceptual Framework
It was hypothesised that there is a reciprocal relationship between transformational leadership and
both principal efficacy and collective principal efficacy. It was further hypothesised that there is a
reciprocal relationship between principal efficacy and collective principal efficacy.

Research Methodology
Data Selection
A concurrent, equal status mixed-methods design was applied. Data were generated from
two sources: an online survey (including demographics, several rating scales and open-ended
questions) and telephone interviews.

Population and Sampling
Completion of the online survey was a prerequisite for being an interviewee. The analysis of the
online survey data did not inform the development of the telephone interview protocol, and vice
versa. Maximum variation sampling was utilised to capture Canada’s regional diversity. Seventeen
survey respondents volunteered to be interviewed, and two additional online survey respondents
were approached to improve the cohort and regional representation of the telephone interviewees.
The achieved online survey sample and interviewee sample offered a reasonable representation of
the COP recipient national population.

Data Collection
Phase 1 – Online Survey Protocol

Seven-point Likert scales were created specifically for the purposes of this study. The two extremes
used were no extent and great extent. These scales were derived from the Learning from Leadership
Project (Louis et al. 2010). The online survey response rate was 36 per cent.
Phase 2 – Telephone Interview Protocol

Questions were developed to seek a rich understanding and description of COP recipients’
experiences with the COP processes and programme, and within the context of the conceptual
framework elements. Moreover, interview questions were also developed to examine the
relationship between conceptual framework elements.

Data Analysis: Quantitative and Qualitative
Data analysis occurred in three phases in a manner consistent with the concurrent, equal status
mixed-methods design: analysis of online survey results, analysis of telephone interviews, and
cross-referencing and then integrating online survey data with telephone interview results.

Scope of Study
Strengths

First, insights from all ten provinces and three territories were represented in the data. The evidence
and insights presented were from accomplished principals. Moreover, the insights from some
study participants reflected a successful transition into other leadership roles including district
leadership, provincial leadership and post-secondary institution leadership.
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Second, four areas of research literature were reviewed: school leadership and student achievement,
leadership development programmes, transformational leadership, and principal efficacy
including collective principal efficacy. These areas of research were foundational to the conceptual
framework of this study.
Third, the application of mixed-methods research generated quantitative and qualitative evidence
that appeared to align. More in-depth explanations became evident when quantitative and
qualitative methodologies were integrated. The qualitative evidence enhanced the understanding
of complex COP-related processes and their influence on conceptual framework elements.

Fourth, an in-depth study of COP recipients provided insights into what successful principals do.
The challenge for future research is to take these insights and build leadership capacity across the
principal population for the purposes of succession, sustainability and raising student achievement.
Limitations

First, the limitations of self-reported data must be acknowledged. Since this study used mixedmethods, more in-depth explanations became evident when quantitative and qualitative
methodologies were integrated.

Second, comments relating to collective principal efficacy were exploratory in nature. The COP
programme may not have provided a measurable goal for collective principal efficacy to be
achieved.

Findings: Quantitative – Online Survey
Core Transformational Leadership Practices
Table 1 presents the analysis of the core transformational leadership practices. Interestingly, the four
sub-dimensions under setting directions have a mean score approaching great extent. This suggests
that COP recipients report that they are able to set directions in their school or current leadership
role to a great extent. In addition, the aggregate mean score of these four sub-dimensions is 6.1.
Therefore, survey respondents can be described as transformational leaders with regards to setting
directions. This finding is not surprising in that COP characteristics are derived in part from the
research literature on transformational leadership. COP recipients are transformational leaders.
All sub-dimensions of developing people also have a mean score approaching great extent. Moreover,
the aggregate mean score of 6.1 indicates that COP recipients report that they are able to develop
people in their school or current leadership role to a great extent.
All sub-dimensions of redesigning the organisation have a mean score approaching great extent.
Moreover, the aggregate mean score of 5.7 indicates that COP recipients report that they are able to
redesign the organisation in their school or current leadership role to a great extent. Additionally, the
mean scores presented in Table 1 suggest little diversity in the impact of redesigning the organisation’s
sub-dimensions on survey respondents in their school or current leadership role.
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Table 1: Core transformational leadership practices (mean scores)
Stem: In your school and/or current leadership role, to what extent are you
able to:
Setting directions
Communicate the direction
Foster acceptance of group goals
Build a shared vision
Create high performance expectations
Developing people
Model appropriate vales and practices
Offer intellectual stimulation
Provide individualised support consideration
Redesigning the organisation
Build collaborative cultures
Modify organisational structures: collaboration
Build productive relations: families/communities
Connect to wider community
Managing the instructional programme
Provide intellectual support
Align resources
Monitor progress of students/teachers/school
Buffer staff from work distractions
Staff instructional programme

Mean score
6.1
6.1
6.1
6.1
5.9
6.1
6.5
6.0
5.8
5.7
6.0
5.7
5.6
5.6
5.5
6.0
5.8
5.6
5.0
4.9

The mean scores of the five managing the instructional programme sub-dimensions range from 6.0 to
4.9. While not significant, this finding represents the widest discrepancy between sub-dimensions
of any core transformational leadership practice. Holistically, the findings indicate that COP
recipients report that they are able to manage the instructional programme in their school or current
leadership role from a moderate to a great extent.

Principal Efficacy
Table 2 presents survey recipients’ reflections on their principal efficacy in their school or current
leadership role, with create positive learning environment scoring the highest (mean score of 6.0) and
raise achievement in standardised tests scoring the lowest (mean score of 4.9). Overall, the survey
respondents identify themselves as having high principal efficacy.

Collective Principal Efficacy
Table 3 presents survey recipients’ views on the extent to which they agree that Canada’s
Outstanding Principals – as a national professional learning network of principals – meets the
criterion for collective principal efficacy. The mean scores suggest that survey respondents feel that
COP meets the criterion for collective principal efficacy to a great extent. However, this conclusion
must be made with caution – analysis of the qualitative data indicates some uncertainty exists in
terms of what the ‘collective’ in collective principal efficacy is believed to be.
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Table 2: Principal efficacy rankings (mean scores)
Stem: In your school and/or current leadership role, to what extent do/did
you feel able to:
Create a positive learning environment
Generate enthusiasm for a shared vision
Manage the change in your school
Motivate teachers
Facilitate student learning in your school
Raise achievement in standardised tests

Aggregate mean score is 5.6

Mean score
6.0
5.9
5.7
5.6
5.6
4.9

Table 3: Collective principal efficacy rankings (mean scores)
Stem: As a Canada’s Outstanding Principal programme recipient, to what
extent do/did you agree that Canada’s Outstanding Principals, as a national
professional learning community of principals:
Views problems as issues to be solved, not as barriers to action
Views continuous improvement by most staff as a necessary part of every job
Communicates belief in capacity of teachers to teach most difficult students
Has knowledge and skill to improve student learning

Mean score
6.7
6.6
6.5
6.0

Concluding Comments – Online Survey
COP recipients arrive on the COP programme with high scores in terms of transformational
leadership practices. Moreover, the COP characteristics that serve to judge the principals deserving
of COP recognition are based on transformational leadership practices. COP recipients are
transformational leaders. This explains why research evidence indicates that each COP process
moderately enhances their leadership capacities.

Respondents communicate high degrees of principal efficacy. An intriguing finding occurs where a
belief in their ability to raise achievement in standardised tests is the lowest of the six principal efficacy
items studied. Viewed within the context of a previous finding, where subcategories of the core
transformational leadership practice of managing the instructional programme are indicated to be
least able to have a positive influence, the recipients appear to indicate greater challenges to the
instructional leadership dimension of their role. Alternative explanations include that the COP
programme does not focus exclusively on instructional leadership.
All four collective principal efficacy items indicate a great belief in the collective principal efficacy
of COP recipients. Two items – views continuous improvement by most staff as a necessary part of every
job and views problems as issues to be solved not as barriers to action – score 100 per cent, indicating
respondents’ belief that COP, as a national professional learning network, influences these two
items to a great extent.
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Findings: Qualitative – Telephone Interviews
Transformational Leadership						
Question 1: When you think of the term ‘transformational leadership’, what comes to mind?

All four of the core transformational leadership practices are evident across interviewee responses.
However, developing people is most frequently mentioned, and is operationalised in leadership
behaviours such as increasing teacher efficacy, fostering opposable thinking and fostering
continuous learning. Moreover, interviewees typically communicated that developing people frames
the other core transformational leadership practices. In comparison, the quantitative results
suggest that developing people and setting direction are equally influential core transformational
leadership practices. Another theme is that transformational leadership cannot occur in the absence
of principal efficacy. Over time, the relationship between principal efficacy and transformational
leadership appears to become more reciprocal.
Question 2: Would you consider yourself to be a transformational leader? If so, how is transformational
leadership evident in your daily leadership practice?

The majority of interviewees considered themselves to be transformational leaders; they arrive
on the COP programme scoring highly as transformational leaders, hence the COP recognition.
However, these interviewees appear to have context-specific views on what their transformational
leadership looks like. Further self-reflection during these interviews frames transformational
leadership as either a collaborative process, a leader-follower driven process or a facilitation process.
Overall, the responses reiterated that the core transformational leadership practice of developing
people frames other transformational leadership practices.
Question 3: Would you say that the COP programme influenced the transformational leadership practices of
COP recipients? If so, describe what this influence looks like.

The majority of interviewees stated that the COP programme does influence the transformational
leadership practices of COP recipients. The programme forces deeper consideration of
transformational leadership theory and deeper self-reflection alongside COP colleagues. This
argument extends, and reinforces, the strengthening relationship between theory and practice as
an essential component to leadership development programmes. This improved understanding of
the strengthening relationship is in part a function of learning and integrating leadership lessons
from educational and non-educational sectors.

Principal Efficacy and Collective Principal Efficacy			
Question 4: Do you consider yourself to have a high degree of principal efficacy? If so, how does that influence
your practice as a leader?

All interviewees considered themselves to have a high degree of principal efficacy. The interviewees
saw principal efficacy as foundational to successful school leadership and a prerequisite of student
achievement. Principal efficacy influences all the core transformational leadership practices.
Interestingly, managing the instructional programme appears in the quantitative data as less able to
be influenced by interviewees in their current leadership role. Moreover, managing the instructional
programme is only moderately improved by COP processes. These conclusions point to the difficulty
of measuring the impact of the COP programme on both managing the instructional programme and
improving student achievement.
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Question 5: Would you say that the COP programme influenced your principal efficacy? Describe what this
influence looked like.

The majority of interviewees state that the COP programme influences principal efficacy. This
influence occurs in several ways, including integrating leadership wisdom and best practices from
non-educational and educational sectors, achieving a deeper understanding of the theory-practice
continuum, and expanding interviewee professional support networks on the national level.
Question 6: When you think of the term ‘collective principal efficacy’, what comes to mind?

Interviewees appeared to have a better understanding of collective teacher efficacy than they
did of collective principal efficacy. Therefore, collective principal-efficacy-related comments
are acknowledged to be exploratory in nature, and may suggest directions for future research.
Interviewees are better able to articulate what collective efficacy looks like in their school and district
leadership contexts than in a national context. A need was expressed by many of the interviewees to
achieve a stronger conceptual understanding of collective principal efficacy. Interviewees typically
see collective principal efficacy as an organisational phenomenon that can be strengthened by
networking beyond school-specific contexts. There are two possible explanations for this situation:
first, there appears to be uncertainty over what the ‘collective’ in collective principal efficacy is;
second, the COP programme may not provide a measurable goal for collective principal efficacy to
achieve. As a group, the interviewees suggested that COP recipients can accomplish a great deal.
However, the goal appears to require focused consideration.
Question 7: Would you say that the COP programme influenced the collective principal efficacy among COP
recipients? If so, describe what this influence looked like.

The majority of interviewees stated that the COP programme influences collective principal efficacy
among COP recipients, but the analysis of the results suggests that collective principal efficacy was
a concept not yet fully developed and/or understood by the interviewees. Interviewees struggled
to describe what the influence of the COP programme on collective principal efficacy looks like.
Question 8: What are your thoughts on the influence of principal efficacy and collective principal efficacy on
one another?

The majority of interviewees stated that there is a reciprocal relationship between principal efficacy
and collective principal efficacy. However, deeper discussion and analysis indicate that principal
efficacy is thought to direct collective principal efficacy in a linear manner initially. The reciprocal
relationship between principal efficacy and collective principal efficacy may develop over time,
but it must be intentionally fostered. A network of principals with high principal efficacy does not
necessarily result in collective principal efficacy.
Question 9: Do you have any additional thoughts regarding principal efficacy and collective principal efficacy
within the context of your COP experiences?

Findings suggest that regardless of COP recognition, recipient leadership practices are driven by
principal efficacy. Once among COP colleagues who all also possess high principal efficacy, the
value of nurturing collective principal efficacy becomes evident, especially in a non-threatening,
non-judgemental and open-ended professional learning environment. Self-reflection among those
with high principal efficacy, either as a nominator or a nominee, reinforces the principal efficacy of
both. However, the existence of a direct link between the COP nomination processes and collective
principal efficacy is not confirmed by the qualitative evidence.
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Transformational Leadership, Principal Efficacy and Collective Principal Efficacy
Question 10: Would you say that there is a relationship between transformational leadership and principal
efficacy? If so, describe what this relationship looks like.

All interviewees agreed that there was a relationship between principal efficacy and transformational
leadership. Initially, principal efficacy drives transformational leadership, but eventually the
relationship becomes reciprocal. Transformational leadership cannot happen in the absence of
principal efficacy.
Question 11: Would you say that there is a relationship between transformational leadership and collective
principal efficacy? If so, describe what this relationship looks like.

All interviewees stated that there is a relationship between transformational leadership and
collective principal efficacy. However, there is uncertainty over what that relationship might look
like. Collective principal efficacy appears to be a more difficult concept for interviewees to articulate
than collective efficacy or collective teacher efficacy. The suggestion that the linearity between
principal efficacy and transformational leadership decreases as exposure to collective principal
efficacy increases invites further discussion.
Question 12: Would you say that the COP programme influenced the relationship between transformational
leadership and principal efficacy of COP recipients? If so, describe what this influence looked like.

The majority of interviewees stated that the COP programme influences the relationship between
transformational leadership and principal efficacy. Moreover, it is suggested that COP recipients
arrive to COP with a solid understanding of this relationship, but COP enhances this understanding
regardless.
Question 13: Would you say that the COP programme influenced the relationship between transformational
leadership and collective principal efficacy of COP recipients? If so, describe what this influence looked like.

The majority of interviewees stated that the COP programme influences the relationship between
the transformational leadership and collective principal efficacy of COP recipients. This influence
exists primarily through reinforcing the theory-practice continuum involving collective principal
efficacy and transformational leadership. Although collective principal efficacy appears to be a
more difficult concept than principal efficacy for interviewees to articulate, it appears to be viewed
more comfortably within the theory-practice continuum than principal efficacy.

Concluding Comments – Telephone Interviews
Several findings emerge relating specifically to transformational leadership, including the following:
core transformational leadership practices ranked by frequency of response were developing people,
setting direction, redesigning the organisation and managing the instructional programme; the practice
of developing people drives the three other core practices; recognition of the indirect influence of
principal leadership on student achievement with developing people as a mediating variable;
and the majority of interviewees stated that the COP programme influenced the transformational
leadership practices of COP recipients. One overall finding from this study, that transformational
leadership cannot occur in the absence of principal efficacy, first emerges during interviewee
contemplations on transformational leadership. Over time, the relationship between principal
efficacy and transformational leadership becomes more reciprocal, but this reciprocity cannot be
assumed. This improved understanding of the strengthening relationship is in part a function of
learning and integrating leadership lessons from educational and non-educational sectors.
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Several findings emerge relating specifically to principal efficacy and collective principal efficacy
including the following: the theory-practice continuum deepens the relational understanding
of principal efficacy as a process of self-reflection and collective reflection; the theory-practice
continuum deepens the relational understanding of collective principal efficacy as a function of
deep, purposeful individual and shared/collective reflections of leadership experiences beyond
the four-day COP programme; and principal efficacy drives collective principal efficacy initially,
with the relationship possibly, but not necessarily, becoming reciprocal over time. A network of
individuals with high principal efficacy does not necessarily result in collective principal efficacy.

Several findings emerge relating to transformational leadership, principal efficacy and collective
principal efficacy: all interviewees agreed that there is a relationship between principal efficacy
and transformational leadership; interviewees stated that there is a relationship between
transformational leadership and collective principal efficacy, with some interviewees unsure as
to what that relationship might look like; and the theory-practice continuum, involving principal
efficacy and collective principal efficacy, is reinforced but was less evident when considering COP’s
influence on the relationship between transformational leadership and principal efficacy.

Summary of Findings
Transformational Leadership Practices
The data generated reinforces that COP recipients are transformational leaders. Overall, developing
people and setting directions are ranked more highly than redesigning the organisation and managing the
instructional programme. In addition, developing people appears to drive the other core transformational
leadership practices. Core transformational leadership practices are a reflection of principal efficacy.
Transformational leadership cannot occur in the absence of principal efficacy.

Principal Efficacy
COP recipients arrive with high principal efficacy and leave with even higher principal efficacy.
Unfortunately, a network of individuals with high principal efficacy does not necessarily equate to
collective principal efficacy.

Collective Principal Efficacy
The quantitative data suggest a belief in the collective efficacy of COP recipients. However, a shared
understanding of the collective principal efficacy concept appears to have not yet developed among
COP recipients. Interviewees were able to articulate what collective principal efficacy looked like
in their home district, but were unable to do so as part of the COP national learning network.
The majority of interviewees believed that the COP programme influences the collective principal
efficacy among COP recipients. However, the analysis of the telephone interviews suggests that the
potential of the COP programme to mobilise the collective principal efficacy of COP recipients is
yet to be fully realised.

Discussion and Conclusions

Core Transformational Leadership Practices				

Principal efficacy is identified as a prerequisite for transformational leadership; reciprocity develops
over time. In the absence of principal efficacy, transformational leadership cannot occur. Since COP
recipients arrived on the COP programme with high principal efficacy, they are ready to do the
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work of, or already engage in, transformational leadership. COP recipients are transformational
leaders. What COP provides over and above an existing skill set is a focus on the transformational
practice of developing people, with setting directions a close second. Transformational leadership is
identified as an umbrella leadership concept.
Principal Efficacy and Collective Principal Efficacy

It was hypothesised in the initial conceptual framework that there is a reciprocal relationship
between principal efficacy and collective principal efficacy. The data generated do not support
this hypothesised reciprocal relationship. This finding suggests that COP recipients may be more
comfortable being leaders in a school of subordinates than one among a collective of principals.
Moreover, it is important to reiterate that any comments made regarding collective principal
efficacy are exploratory in nature.

A network of individuals with high principal efficacy does not necessarily translate into collective
principal efficacy. Moreover, a network of principals is not yet a professional learning community of
principals. This is not necessarily a bad thing. Hargreaves and Shirley (2009: 50) state that ‘[l]earning
from high-performing networks can pinpoint what kinds of network architecture and activities
work best’. Consider the interviewees’ comment that the national network structure works well for
those who approach the programme with a multi-year commitment. Katz, Earl & Jaafar (2009: 4)
define networked learning communities (NLCs) as ‘groups of schools working together to enhance
the quality of professional learning and to strengthen capacity for continuous improvement’. In
the case of COP, the NLC is the national group of COP principals learning together in a leadership
development programme. The COP programme has a positive influence on transformational
leadership practices, principal efficacy, collective principal efficacy and student achievement. The
challenge becomes how COP leadership lessons are shared beyond the preogramme’s recipients.
Transformational Leadership, Principal Efficacy and Collective Principal Efficacy

Principal efficacy is a prerequisite of transformational leadership. A reciprocal relationship
appears to develop over time between transformational leadership and principal efficacy, as does
a reciprocal relationship between transformational leadership and collective principal efficacy. A
reciprocal relationship between principal efficacy and collective principal efficacy must be fostered,
not assumed. The understanding of the relationships between, and influences among, conceptual
framework elements of transformational leadership, principal efficacy and collective principal
efficacy continues to be in need of additional research.

Conceptual Framework Revised
The hypothesised reciprocal relationship between transformational leadership and principal
efficacy is not immediate, but appears to develop over time. Indeed, principal efficacy serves as a
prerequisite for transformational leadership. In the absence of principal efficacy, transformational
leadership cannot occur.

Implications for Future Research and Practice
There continues to be potential for further investigation of principal efficacy and collective principal
efficacy. It became apparent throughout this study that a shared understanding of the collective
principal efficacy concept among interviewees has yet to develop fully. Interviewees were able to
articulate their understanding of principal efficacy and collective teacher efficacy, but struggled
to express their understanding of collective principal efficacy within the context of a national
professional learning network.
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It cannot be assumed that developing a network of principals with high principal efficacy will
lead directly to collective principal efficacy. However, the analysis of qualitative data indicates
that purposeful, reciprocal and iterative peer networking is a highly important element of a leadership
development programme. Purposeful, reciprocal and iterative peer networking is both a strength of the
COP programme and an area requiring further refinement if collective principal efficacy is to be
developed within the context of a national professional learning network of principals.

The relationship between principal efficacy, transformational leadership and collective principal
efficacy is an area requiring further study. One potential area for inquiry generated during the
analysis of the qualitative data – the suggestion that the linearity between principal efficacy and
transformational leadership decreased as exposure to collective principal efficacy increased – invites
further discussion. Moreover, the intriguing possibility exists that transformational leadership is a
mediating variable between principal efficacy and collective principal efficacy.

Appendix A. Literature Reviewed and Key Points
Areas of research
Key points
School leadership and Effective schools require effective
student achievement principals.

Relation to research literature
Reinforces point within Canadian
context. Exemplars provided.

Effective principals can be found in Insights from all ten provinces
a variety of contexts.
and three territories represented
in data.

Leadership
development,
collective efficacy
and transformational
leadership

Collective efficacy (CE) acting
as a mediating variable between
principal leadership and student
achievement should be considered.
Evidence suggests that
transformational leadership can
be incorporated into leadership
development programs.

CE-related comments exploratory
in nature. Area for further
research.
COP program framed by, and
incorporates, transformational
leadership behaviours.

COP recipients recognised for
being transformational leaders.

Leadership development programs CE comments exploratory
can include collective efficacy
in nature. Conceptual
dimensions.
understanding developing.
There is potential in studying how
leadership development program
can enhance transformational
leadership and collective efficacy
individually and in combination.

Transformational leadership
enhanced with principal efficacy
as prerequisite.
Cannot assume group of
individuals with high PE
translate into high CE.
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Principal efficacy
(PE), collective
efficacy and student
achievement

Collective teacher efficacy (CTE) is
important to student achievement.

Conceptual understanding of
CTE evident and articulated.

Purposeful peer interaction,
Key dimension of COP
approached in collaborative
programme.
structures and focusing on capacity
building, is a strategy that allows
principals to leverage and share
their leadership wisdom.
Insights from all ten provinces
The role of the principal is to
create a school environment that is and three territories represented
in data.
conducive to staff developing its
collective capacity and attaining its
goals re: student achievement.

COP provides professional
network.

Collective efficacy can be used as
either a mediating variable or a
moderating variable.

Evidence of transformational
leadership behaviours.
CE-related comments exploratory
in nature. Area for further
research.

Principals play an important role
in the development of collective
teacher efficacy.
Efficacy

Reinforced by interviewees.

Principal efficacy can be used as
either a mediating variable or a
moderating variable.

Reinforced throughout
interviews.

Principal efficacy mediating
variable between leadership
development programme and
transformational leadership.
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Abstract: The purpose of the present study was to investigate the relationship between teachers’ attitudes
towards change and school principals’ change facilitator styles. A total of 638 teachers participated in the
research. Data were gathered using Change Facilitator (CF) Style and Attitude Towards Change (ATC)
questionnaires. Research results indicated that 48% of teachers perceived their school principals as responders,
46% as managers and 6% as initiators. In addition, it was concluded that school principals’ CF styles are a
significant factor in determining teachers’ attitudes towards change.

Introduction

Among the discussions surrounding education, two points are generally agreed upon. The first
is the critical importance of education for the future of a country, and the second is the existence
of considerable problems in education. Regardless of its critical importance, the emergence of
problems regarding education is the key element that triggers educational change and leads people
to consider what form the change should take and how it should be implemented (Moreno 2009). In
this sense, education is usually treated as a field of change by governments, and change initiatives
aiming at raising the quality and standards in education have always been supported (Harris 2009).

Educational change may be initiated in the form of political objectives, changes in management or
leadership, or changes in the curriculum, instructional methods, evaluation techniques, practices
within classrooms, educational technologies, or other dimensions related to education (Towndrow,
Silver & Albright 2009). There is no doubt that all of the change initiatives aim to bring about
positive consequences, but unfortunately it is not always possible to achieve the expected results.
For the acceptance, implementation and sustainability of such initiatives, acting with an individualoriented perspective and planning change in accordance with this perspective are vital (Hall 2010).
According to Schneider, Brief & Guzzo (1996), unless people themselves change, organisational
change will not take place. Related research (Beer & Nohria 2000; Clegg & Walsh 2004) suggests
that most organisational change initiatives fail because employees’ attitudes towards change are
overlooked.
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In educational organisations, teachers are the most important factor determining the quality and
effectiveness of education. Most change experts and politicians argue that teachers must be the
centrepiece of changes to be initiated at a school. Thus, teachers’ involvement in the change process
is of critical importance (Fullan 2007; Sarason 1996).

Previous research demonstrates that individuals’ attitudes towards change is another important
factor in the change process (Lines 2005), and reveals that individuals’ attitudes towards change
influence the success of the change in either a positive or negative way (Bovey & Hede 2001; Eby,
Adams, Russell & Gaby 2000; Weber & Weber 2001).

Attitudes towards Change
Attitudes are evaluative statements and judgements about objects, events and individuals.
They reflect what the individual feels about something, i.e. either positive or negative towards
it. From an organisational perspective, attitudes comprise employees’ evaluations of the work
they perform and of the organisation (Robbinson & Judge 2012). Attitudes play a significant role
in the accomplishment of organisational goals and in improving individual and organisational
performance (Faghihi & Allameh 2012).

Petty & Wegener (1998) define attitudes towards change as employees’ general evaluations of a
specific change initiative. According to Lines (2005), attitudes towards change are important in
completing change processes successfully and sustaining the change. This is because it is very hard
to alter individuals’ attitudes once have been shaped.

When a change is initiated within an organisation, individuals start to consider how this change
may influence them, and are therefore likely to develop either positive or negative beliefs and
attitudes towards the change (Armenakis, Harris & Mossholder 1993; Lines 2005). This situation
affects the quality of the change, as individuals with positive attitudes facilitate change while those
with negative attitudes resist the change and become a facilitative or challenging factor (Eby et
al. 2000; Bovey & Hede 2001; Weber & Weber 2001). In other words, attitudes and beliefs towards
change tend to affect individuals’ behaviours and facilitate the implementation of sustainable
change (Antoni 2004).
For instance, Zhao & Frank (2003) found out that teachers’ negative attitudes towards change can
become an obstacle to achieving changes in educational technologies and the speed of acceptance
of change. Thomas (2003) argues that positive attitudes towards change facilitate the acceptance of
an educational innovation.

The School Principal’s Role in Change
School administrators’ behaviours have an important influence on shaping teachers’ attitudes
towards change in educational organisations. For a successful organisational change, employees
should be motivated and supported by managers (Piderit 2000).
In effective school literature and school improvement literature, it is suggested that leadership
behaviours exhibited by school principals is a key factor in the implementation of change (Fullan
1996; Hughes & Zachariah 2001; Schiller 2003; Hall & Hord 2011).

When change is at stake in education, the school principal’s facilitative and supportive roles are
vital (Hoy & Miskel 2001). When receiving support from administrators, employees are more likely
to accept change, and their acceptance is a critical phase determining whether the change is to
succeed (Bommer, Rich & Rubin 2005; Park & Jeong 2013).
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Research conducted in the field indicates that there is a significant relationship between school
principals’ behaviours and teachers’ attitudes towards change (Faghihi & Allameh 2012; Fullan
2003: 77-80; Kursunoglu & Tanriogen 2009). Moreover, it has been found that school principals’
behaviours affected teachers’ motivation and attitude towards change (Fullan 2003: 77-80).

In the related literature, there is a wide range of research about the effects of leadership roles
exhibited by school principals on teachers’ attitudes towards change. To illustrate this, Maughan,
Teeman & Wilson (2012: 17) maintain in their literature review that strategic, operational and
distributed leadership approaches can create positive change in education by increasing teachers’
motivation. Hughes & Zachariah (2001) point out that facilitative leadership is more effective in
the implementation of change and encouraging acceptance of novelties. In their study, Giannakak
& Belikaidi (2012) investigated the relationship between school principals’ leadership styles
(transformational, transactional or avoidant/laissez-faire) and teachers’ attitudes towards change
and concluded that there was a stronger positive relationship between transformational leadership
and attitudes towards change than for the other leadership styles.

Change Facilitator Style
Hall, Rutherford, Hord & Huling (1984) examined school principals’ behaviours that they considered
important in school improvement and in implementing change. They investigated daily duties that
school principals carried out and behaviours they displayed at their schools, dividing these duties
and behaviours into three categories of ‘change facilitator styles’ after performing quantitative and
qualitative analyses. These styles were labelled initiator, manager and responder (Schiller 2003).
Initiators have clear, decisive and long-term policies and goals that not only cover the implementation
of existing innovations, but go beyond this. These principals adopt a very strong vision of what
a good school and education should be and strive to achieve this vision. Initiators have high
expectations for teachers, students and themselves. They pursue developments closely by stating
their expectations. They demand change initiatives, as they believe that these will be beneficial for
their schools and for the students in particular (Hall & George 1999: 187-188; Hall & Hord 2011).
They personalise the expectations of top management relating to change and even take them
forward by correcting and adding to them in favour of the school. They manage the change process
in a way that allows teachers to participate effectively. They try to be well informed in order to make
specific recommendations to teachers about change and the requirements of change, and propose
solutions to potential problems. They follow change initiatives carefully through observations at
the classroom level and plan the next steps by sharing differences between follow-up results and
expectations with teachers (Hall et al. 1984).
Managers pay great attention to putting rules, procedures and policies into practice accurately
as well as supervising financial and other resources. They behave responsibly and pioneer the
activities supporting change initiatives. They may postpone change initiatives if they think that
the change requires more money, time or new resources, or if employees are already busy at the
beginning. However, after initiating change, managers simply provide support to facilitate the
teachers in adopting the innovations. They frequently inform teachers of the process and are
sensitive to excessive demands. They do not go beyond what is expected of them and are not
entrepreneurs in terms of innovation. Obviously, when learning that the top management in a
school wants something to be done, managers endeavour to achieve this change with the teachers
(Hall & George 1999: 187-188; Hall & Hord 2011). When a change is at stake, managers meet the
expectations regarding the change coming from top management. They collect information on the
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scope of the change and things to be done to support it, and inform teachers about this process.
They make comparisons between change endeavours and the expected results in the process (Hall
et al. 1984).
People and their concerns are of great importance to responders. They believe that their major duty
is to maintain friendly relationships with people and to run their schools smoothly. They want the
staff to be happy, to get along with each other and to treat their students well. They tend to think
that their schools have met expectations and that big changes are not required. These principals
provide opportunities for teachers and other staff to lead change initiatives (Hall & George 1999:
187-188; Hall & Hord 2011). Responders accept expectations and demands from top management
when change is at stake. They accept the change process and try to resolve conflicts when they
emerge. In general, they rely on the information supplied by other change facilitators from outside
of the school, and are less well informed about the benefits of change. They communicate only
their expectations regarding change. Responders usually make use of short meetings and reports
as a means of observing change initiatives. It is not certain that responders will share and discuss
information they obtain about the change (Hall et al. 1984).

Research related to the Change Facilitator Styles
In their study, Hall et al. (1984) examined the relationship between CF styles and the success
of implementing the new curriculum. Results of their research indicated that the success of
implementing the new curriculum was associated with CF style, and that the schools at which
initiator leadership was observed were more successful than those whose principals exhibited
manager and responder leadership.
Schiller (1991) concluded that school principals affect the change process significantly and
highlighted that CF style is a useful construct in explaining why change in education is successful
or not.

In addition, in his research conducted with school principals whose schools were successful in
implementing change, Schiller (2000) found that the behaviours of the principals of those schools
were in line with the initiator CF style leadership behaviours.
In the literature, there are several studies investigating the effects of school principals’ change
facilitator styles on teachers’ attitudes. Results of the Chauvin (1992)’s study revealed that the CF
styles of the school principals were a significant factor in influencing teachers’ attitudes towards
change. Sarafidou & Nikolaidis (2009) found a a relationship betweeen the CF style and teachers’
attitudes towards change. Results of the study revealed that responders’ attitudes toward change
were more negative than those of managers and initiators.
In recent research, Hall, Negroni & George (2013) examined the CF style of 27 elementary school
principals and their students’ test scores. The study revealed that students in initiator and manager
CF style schools had significantly higher test scores than students in schools with responder
principals. The study also showed that students in schools with manager CF style principals had
higher mathematics scores in particular than students in schools with responder principals.

Significance
Teachers are the most significant factor in the effectiveness of school and the quality of education,
and are the cornerstone of change initiatives at the school. Therefore, for change to be successfully
implemented, the role of teachers is critical (Fullan 2007). However, individual factors that influence
the change process in education – such as motivation, organisational commitment, job satisfaction
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and attitudes towards change – are mostly overlooked (Day 2002). Most organisational change
attempts fail because these individual factors are ignored (Beer & Nohria 2000; Clegg & Walsh
2004). Previous research suggests that teachers’ attitudes towards change affect the successful
implementation of change in education (Thomas 2003; Zhao & Frank 2003; Sarafidou & Nikolaidis
2009).
Leadership roles exhibited by school principals are the sine qua non of implementing change (Fullan
1996; Hall & Hord 2011). In the related literature, it is argued that school principals’ roles must
be altered to achieve effective results in the school change process (Carlin 1992; Fullan 1999). It is
also pointed out that school principals are expected to be change facilitators and supporters of the
change process, not simply maintain the status quo (Hall & George 1999: 173; Hoy & Miskel 2001;
Hughes & Zachariah 2001; Maughan et al. 2012).

In educational organisations, school principals’ behaviours have a major influence on shaping
teachers’ attitudes towards change (Piderit 2000; Hughes & Zachariah 2001). The school principal’s
facilitative and supportive roles in particular play a critical role (Hoy & Miskel 2001). It should be
noted here that more research dealing with the effects of school principals’ change leadership roles
on school change and teachers’ attitudes towards change is needed (Schiller 2003; Park & Jeong
2013).

Research questions
1.
2.

How is the distribution of school principals according to Change Facilitator Style
based on teacher perceptions?
Are school principals’ perceived Change Facilitator Styles a factor causing a
significant difference in teachers’ attitudes towards change?

Methodology
Participants
This research was conducted at 32 primary schools and 18 secondary schools located in Gaziantep,
a southeastern city of Turkey, in the 2011-2012 academic year. The researchers administered the
questionnaires to 700 teachers, and 670 of those were returned (a return rate of 95%). Of the
questionnaires, 638 were valid and used in the analyses. Of these, 48% of the participants were
female (N=306), and 52% were male (N=332).

Data collection instruments
In the data collection phase, the Change Facilitator Style Questionnaire (CFSQ) developed by
Hall and George (1999: 178) was used to measure school principals’ change facilitator leadership
styles based on teachers’ perceptions. The CFSQ includes 30 items and comprises six dimensions:
Social informal, Formal meaningful, Trust in others, Administrative efficiency, Day-to-day, and Vision
and planning. The Cronbach’s Alpha coefficient was found to be .85 for the whole scale, and the
Cronbach’s alpha coefficients of the sub-dimensions ranged from .71 to .88.
To determine teachers’ attitudes towards change, the inventory of Attitudes toward School Change
(ATC) developed by Dunham, Grube, Gardner, Cummings & Pierce (1989) was employed. This
scale is comprised of 18 items, and the Cronbach’s Alpha internal reliability coefficient was
calculated as .93 for the scale.
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Data Analysis
In the first phase of data analysis, each participant’s score was calculated separately for the six
sub-dimensions of the CFSQ. Then the calculated scores and data classification function provided
in Hall & George’s (1999: 185) study were used to determine a CF style for each participant. In
the second phase of the analysis, a one-way ANOVA was conducted to determine whether the
school principals’ perceived CF style was a factor causing a significant difference among teachers’
attitudes towards change. The SPSS 15.0 packet program was used for statistical analyses, and all
correlations were significant at the .05 level.

Findings

In this section, results obtained from data analyses are provided.

Frequencies of School Principals’ Change Facilitator Styles
A frequency analysis was performed to determine the distribution of school principals’ CF styles,
which was the subject of the first research question. The results are given in Table 1.
Table 1: Distribution of school principals’ CF styles, means and standard deviation values
Initiator

N

%

Mean

SD

40

6.3

5.18

0.75

Manager

292

45.7

4.76

0.69

Responder

306

48.0

4.31

0.69

Total

638

100.0

4.57

0.74

As shown in Table 1, a rather low percentage of the participants (6%, N=40) perceived their school
principals as initiators. The number of teachers who perceived their school principals as managers
(46%, N=292) or responders (48%, N=306) is fairly high.

Effects of Teachers’ CF Style Perceptions on their Attitudes towards Change
A one-way ANOVA was performed to answer the second research question: “Are school principals’
perceived change facilitator styles a factor causing a significant difference in teachers’ attitudes
towards change?”
Before conducting the ANOVA, we must ensure that the homogeneity assumption has not been
violated. The result of the Levene’s test, which was undertaken to check for homogeneity, was not
significant (p>.05), and therefore it was concluded that the variances distributed among the groups
equally (Coakers 2005: 88). The results of the ANOVA test indicated that the relationship between
school administrators’ perceived CF styles and teachers’ attitudes towards change was statistically
significant (F (2, 63) = 47,68, p= .000).
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Table 2: Scheffe’s test – a multi-comparison table for CF style and attitudes towards change
CF style
(I)
Initiator
Manager
Responder

CF style
(J)

Responder

Manager

Mean difference
(I-J)

.868*

.117

.000

.117

.002

.117

.452*

.057

-.452*

.057

-.415*

Initiator

-.868*

Manager

Sig.

.415*

Initiator

Responder

Std. error

.117

.002
.000
.000

.000

*The mean difference is significant at the 0.05 level.

Post-hoc comparisons using Scheffe’s test indicated that teachers who perceived principals’ CF
style as that of initiator had higher mean scores for attitude towards change (M=5.18, SD=.75) than
the other two groups. Also, teachers who perceived their principals as managers had higher mean
scores (M=4.76, SD=.69) than teachers who perceived their principals’ CF style as that of responder.
Finally, teachers who perceived their principal as responders had lower mean scores in attitude
towards change than the other two groups (M=4.31, SD=.69).

Conclusion and Discussion

Research results suggest that teachers perceived their principals as responders, managers or initiators.
The highest occurrence was of the responder CF style, followed by manager and then initiator. The
change-related attitudes of the teachers who perceived their principals as initiators were significantly
more positive than those of the other two groups. The attitudes of those who perceived their
principals as managers were significantly more positive than those of teachers who perceived their
principals as responders. Lastly, the change-related attitudes of the teachers who perceived their
principals as responders were significantly more negative than the attitudes of the other two groups.
In this section, a discussion and interpretations regarding the distribution of school principals’
change facilitator styles based on teacher perceptions are first presented. Then the relationship
between CF style and teachers’ attitudes towards change is discussed. Finally, the link between the
current study and previous studies is delineated.

According to research results, the rate of school principals perceived as responders was 48%.
Responders think that change is not needed if they believe everything is working well at the school.
They have less information about change and the advantages obtained with change. However,
they swiftly adjust to top management’s expectations of change and accept change (Hall et al. 1984;
Hall & George 1999: 187-188; Hall & Hord 2011). Additionally, 46% of the participating teachers
(N=292) perceived their principals as managers. For managers, supervising resources strictly and
obeying rules are the first priorities. They only do what is expected of them and may well put
off change initiatives if they require more resources and increase workloads (Hall et al. 1984; Hall
& George 1999: 187-188; Hall & Hord 2011). Managers are not entrepreneurs in their own fields
but provide essential support to facilitate change in the implementation process (Evans & Teddlie
1995). Research results demonstrated that only a small percentage of teachers (6%) perceived their
principals as initiators. Initiators have long-term, clear and decisive goals for change. When making
decisions, they take these goals into account. They also have a strong vision for the school and the
quality of education. One of the hallmarks of initiators is having high expectations and expressing
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these expectations clearly (Hall et al. 1984; Evans & Teddlie 1995; Hall & George 1999: 187-188; Hall
& Hord 2011).

In the study by Sarafidou & Nikolaidis (2009), 50% of the school principals were perceived as
managers, 33% as responders and 17% as initiators. Park and Jeong (2013) found that teachers believed
that 47% of their principals exhibited the manager CF style, whereas 43% of the principals exhibited
the responder CF style. In that study, the percentage of school principals perceived as initiators was
10%. When compared with these studies, it can be seen that the frequency distributions in the
current study are mostly similar.
School principals’ approaches to change leadership affect teachers’ attitudes towards change in
either a positive or a negative way. In the current study, it was revealed that principals’ change
leadership styles influenced teachers’ attitudes towards change.

According to research results, the change-related attitudes of teachers who perceived their principals
as responders were significantly more negative than the attitudes of those who perceived their
principals as managers or initiators. School principals displaying the responder CF style accept change
only if the top management wants it. They are less well informed about change and the benefits
of it (Hall et al. 1984). They behave rather passively in leading change and, if possible, they do not
intervene with change but expect others to take the lead (Hall & George 1999: 187-188; Schiller
2003). They do not have a vision of how their schools should change in the future or long-term goals
(Evans & Teddlie 1995). It may be suggested that school principals who regard change as a burden
and do not develop any goals regarding school change in the future cannot encourage teachers in
this way. However, as recent research suggests, when supported and encouraged, teachers will
contribute to the solutions of problems and support the change process (Hargreaves 1994; Datnow,
Hubbard & Mehan 2005). Results of previous studies in the literature demonstrate that teachers
who perceive their principals as responder have negative attitudes towards change. For instance,
Sarafidou & Nikolaidis (2009) indicated that teachers who perceive their principals as responders
would have less positive attitudes towards change than those who perceive their principals as
representing the other CF styles. Schiller (1991) found that teachers who perceived their principals
as initiators or managers were more successful in terms of implementing technological changes in
education than those who perceived their principals as responders.
Another result of the research indicated that the attitudes of teachers who perceived their principals
as managers were significantly more negative than those of teachers who perceived their principals
as initiators, but were significantly more positive than those of teachers who perceived their
principals as responders. Managers become involved in the change process regularly if change is
desired by top management, and work hard to achieve it with teachers. They regularly follow
change initiatives and share what they learn with teachers (Hall et al. 1984). Although managers are
not entrepreneurs with regards to change, they provide support to facilitate teachers to embrace
change smoothly when it is initiated (Hall & George 1999: 187-188).

Change means a new field of work, new responsibilities and obviously a new workload for school
principals. It can be asserted that school principals are change-averse because change usually brings
about an increased workload. Examining the related literature, it was concluded that in line with
Schiller’s (1991) study, school principals displaying the manager CF style are far more successful in
implementing change than school principals using the responder CF style. The last finding of the
research revealed that teachers who perceived their school principals as initiators had significantly
more positive attitudes towards change than those perceiving their principals as exhibiting the
other CF styles. The most important characteristic of the school principals exhibiting the initiator CF

ISEA • Volume 42, Number 3, 2014

style is that they develop a clear vision for the school, long-term goals and policies (Hall & George
1999: 187-188). These goals and policies affect teachers’ perceptions about change and increase their
enthusiasm to participate in change initiative that improve implementation success and positive
consequences of change(Bommer et al. 2005). In addition, this will prompt school principals with a
clear vision to adopt different standpoints, and thus influence teachers’ attitudes towards change
positively (Giannakak & Belikaidi 2012).
Another characteristic of initiator-style school principals is having high expectations of teachers
and expressing these expectations clearly (Hall et al. 1984). This is a significant element in
causing teachers to change their work styles (Dembowski 2007; Maughan et al. 2012). According
to Bommer (2005), high performance expectations provide teachers with the self-confidence
to attain organisational goals, and lead to a sense of trust that increases employees’ self-efficacy
and their beliefs about the implementation of a favourable change. Finally, initiators are closely
interested in and knowledgeable about change. By observing classes and examining lesson plans
and students’ performance, they follow change initiatives regularly. They share the information
they have obtained with teachers and evaluate their performance (Hall & George 1999: 187-188;
Hall et al. 1984). The school principal’s active participation in the change process and in following
change initiatives closely may affect teachers’ attitudes towards change positively in terms of the
importance and the success of the change.
Previous research in the literature suggests that school principals exhibiting the initiator CF style
are far more successful in implementing change in schools than those displaying the manager and
responder styles (Schiller 1991, 2000). Similarly, Hall et al. (1984) emphasise that at schools where the
initiator CF style is exhibited, change is implemented better in terms of both quality and quantity.

Educational Implications

For change in education to be successfully implemented, the behaviours of school administrators
and the attitudes of teachers are crucial (Hall 2010; Faghihi & Allameh 2012). Research results
demonstrated that school administrators’ change leadership behaviours affected teachers’ success
in implementing change. It was also concluded that change could be implemented successfully
at those schools where school principals exhibited the initiator CF style in particular, while the
probability of successful change was low at those schools whose principals displayed the responder
CF style.
Taken together, for change initiated at schools to be successful, school principals must display
behaviours in accordance with the initiator CF style. In this context, school principals must have
a clear vision for the school and its goals and high expectations from teachers, students and other
stakeholders, and must express these expectations clearly, internalise change and encourage
teachers to actively participate in all of the activities in the change process.

In addition, central and local education authorities must consider the CF styles of the candidates
during the principal selection and appointment process. When needed, the needs of school
principals must be addressed through case studies and real school experiences in pre-service and
in-service training programmes. Results of the research demonstrated that most of the school
principals were perceived as exhibiting the manager and responder CF styles. These school principals
must be persuaded that change will benefit the school in the future, and their duties regarding
change initiatives must be clearly identified by top management. This is required for the change to
be successful.
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The current study has reached a general conclusion that supports previous studies. More
comprehensive and rich data can be gathered about the dynamics of change to explore explanations
for the results of this study through qualitative research. Replicating similar studies in different
school types and with participations of different samples may contribute to the generalisability of
the research results and the field.
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Challenges to Leading Fair Student
Assessment
Charles Webber, Shelleyann Scott, Nola Aitken and Judy Lupart

Abstract: A set of six themes emerged from a ‘warranted assertion analysis’ of the findings of a two-year,
province-wide study of student assessment in Alberta, Canada. The themes, presented from the perspective
of the school- and system-level leaders, included the micro-through-macro spectrum of assessment influence;
the importance of aligning assessment purposes, methods, and tools; the tensions associated with stakeholder
advocacy; the ethical dimensions of assessment; and the critical dimensions of leaders’ and teachers’ knowledge,
beliefs, and expertise. The analysis challenged common rhetoric about assessment disseminated by educators,
teachers’ unions, educational leaders and researchers. A central point is that dialogue about assessment
should be evidence- rather than opinion-based. Also, the formative function of assessment for specific students
has been over-emphasised at the expense of system information needs. A call is made for a more balanced
consideration of assessment in the context of a civil society, for the importance of informed leadership in fair
student assessment practices, and for the incorporation of the student voice in assessment processes. Calls to
censor public access to assessment data are cautioned against.

Introduction

This paper draws upon the findings of the Alberta Student Assessment Study (ASAS), a twoyear study conducted across the province of Alberta, Canada. The study was designed to inform
educational decision-making in Alberta, describe educational leadership practices that support
optimal student assessment and reporting, and propose professional development frameworks
that increase the capacity of Alberta educators in classroom assessment (Webber, Aitken, Lupart
& Scott 2009).

The ASAS was one of the larger studies of student assessment conducted in Canada and it
contributed to the literature disseminated in Canada, the USA and the UK. For example, in earlier
reports we described the general context of student assessment (Webber, Lupart & Scott 2012),
outlined leadership practices that enhance student outcomes (Webber, Scott, Aitken, Lupart &
Scott 2013), reported findings related to fairness and equity in student assessment (Scott, Webber,
Lupart, Aitken & Scott 2014), posited the role of student assessment in support of a civil society
(Webber & Scott 2012), highlighted key areas of concern related to assessment in Alberta (Aitken,
Webber, Lupart, Scott & Runté 2011), and proposed strategies for developing teachers’ assessment
knowledge, beliefs and expertise (Scott, Webber, Aitken & Lupart 2011). We also published an edited
collection of manuscripts intended to provide an overview of the state of educational assessment
(Webber & Lupart 2012). This manuscript is an extension of our previous ASAS publications.
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Rather than focusing on one of the specific purposes of the ASAS, this paper discusses the
multitude of challenges associated with leading fair student assessment practices and data use. We
will provide a description of the background to the ASAS; highlight societal perspectives related to
student assessment; profile the alignment needed among assessment purposes, methodologies and
tools; examine the tensions inherent in advocacy for assessment stakeholders; articulate the ethical
dimensions of assessment; analyse the connections among leaders’ and teachers’ knowledge,
beliefs and assessment expertise; and suggest implications for ongoing research.

Guiding Assumptions

This paper is based upon four key assumptions. First, effective teaching, learning and assessment
practices are dependent upon the knowledge and value systems of educators (Banks 2004; Tierney,
Simon & Charland 2011). Second, guiding assessment practices and using assessment data
effectively are fundamental components of the work of educational leaders (Leithwood, Seashore
Louis, Anderson & Wahlstrom 2004; Leithwood & Jantzie 2008; Klinger, Maggi & D’Anguilli 2011).
Third, assessment literacy historically has been inadequately emphasised in teacher education and
principal preparation programmes (Stiggins 1993; Popham 2001; Stiggins & Duke 2008). Fourth,
we argue that ‘every child deserves to learn within a morally and ethically sound educational
environment so that they have the social capital necessary for successful, productive participation
in a thriving democratic society’ (Webber et al. 2012: 285).

Background

The context of student assessment is a complex association of several key issues. First, there is
a host of societal expectations for assessment in schools that are not all necessarily congruent;
indeed, some societal expectations are conflicting. There is also an expectation that there will be
alignment among the purposes, methods and tools of assessment. Perhaps the most controversial
aspect of student assessment is the obvious tension among educational stakeholders. Second, the
ethical dimensions of student assessment may be supported in theory but not always practiced in
classrooms. Finally, successful student assessment practices are dependent upon the knowledge,
beliefs and expertise of teachers and educational leaders, which poses significant challenges when
educational training programmes do not focus adequately upon assessment practices. These issues
will be described in the following paragraphs.
There appears to be a consensus among educational stakeholders that the utility and value of
assessment are embedded in its capability to highlight outcomes and inform teaching and learning.
Done well, assessment also can facilitate students’ desire to learn, keep parents knowledgeable
and informed about their children’s progress, and inform policy- and leadership-related decisions
(Webber et al. 2012). However, agreement about the value of assessment is complicated by the
multiple pressures on educators originating from their responsibility to facilitate student learning
while doing no harm in the process – particularly for students from a wide range of cultural groups
– and to meet the expectations and mandates of their employers, which may complement but also
confound the day-to-day work of teachers and principals (Volante 2008; Harris & Brown 2009).
Earl (2007) noted that ‘there is no one right way to assess students’ (p. 89), but stated rather that
assessment strategies should be based on a clear understanding of the reason and purpose for
assessment. Much earlier, Gipps (1998) also emphasised the importance of aligning information
needs and assessment tools. Misalignment between the purposes and the types of assessment
data gathered led Ungerleider (2006) to caution against the misuse of data, such as inappropriate
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comparisons of schools and failure to consider student demographics like transience and other
factors that impact students’ capacity to learn.
Student assessment is a highly politicised educational activity replete with tensions among
stakeholders (Earl 2007; Webber et al. 2013). Even though assessment should be a consultative and
collaborative professional activity involving educators, students and other stakeholders (Volante
& Beckett 2011), it is too often fraught with uncertainty and conflict associated with changing
school cultures and inappropriate assessment practices (Webb & Jones 2009). In addition, teachers
sometimes feel conflicted about meeting the information expectations of schools and districts,
which may lead to negative teacher perceptions of evaluation (Harris & Brown 2009). As Earl
(2007) indicated, assessment has ‘enormous power to transform learning for all students’ (p. 13),
but the challenges inherent in understanding and utilising appropriate assessment practices can be
daunting.

Exacerbating the tensions that are part of student assessment are the ethical dimensions of
assessment. The need to align purposes and practices was described earlier and is clearly an ethical
responsibility of educators. In addition, the ethical responsibility to assess in culturally appropriate
ways is noted widely in the literature. For example, Mahuika, Berryman & Bishop (2011) described
the unique learning needs of Maori students in New Zealand, while Friesen & Ezeif (2009)
articulated the need for students from Aboriginal cultural backgrounds in Canada to be assessed
using culturally responsive practices. Ungerleider (2006) advised that assessment practices should
be adapted to reflect the cultural and experiential contexts of students across urban and rural
communities. In addition to cultural considerations, Green, Johnson, Kim & Pope (2007) challenged
educators to avoid the ‘score pollution’ (p. 1009) that can result from inappropriately aggregating
information about student learning and student behaviour, such as not meeting deadlines.
School, district and ministry leaders share responsibility for leading assessment so that it avoids
the negative impact of poor practices such as emphasising rote learning of superficial information
(Gipps 1998). Similarly, Webber et al. (2012) outlined the complexity of leading assessment due
to the need to consider the skills and knowledge that learners need to participate fully in local,
regional and global communities. As Ungerleider (2006) pointed out, ‘building capacity for using
assessment to improve student success is a long-term project’ (p. 881).

The task of leading assessment is made more difficult by the inadequate focus on student
assessment in many teacher education programmes (Volante & Beckett 2011). This is a critical
failure on the part of faculties of education when there is a need for teachers to adapt to the new
milieu of goals and expectations for schools (Ungerleider 2006) and to employ strategies, such as
including students in the design and interpretation of assessment, so that both teachers and learners
can assess the strengths and weaknesses in their performances (Stiggins & Chappuis 2005). Indeed,
Segers & Tillema (2011) argued that understanding and facilitating teachers’ assessment capacities
is an important part of analysing assessment innovations at the school, regional and national levels.
The context of student assessment, outlined briefly here, serves as an important part of
understanding the following sections, which outline the challenges to the fair use of student
assessment information that were identified during the three stages of the ASAS.
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Methodology

The ASAS was a mixed-methods study conducted within the pragmatic paradigm and resulted
in quantitative and qualitative data that were analysed and reported widely. However, as
Onwuegbuzie, Johnson & Collins (2009) noted, consolidating quantitative and qualitative data sets
can lead to the articulation of perspectives that fit and work ‘in the world in which [researchers]
operate’, including ‘naturalistic generalisation’ (p. 122). This paper allowed the research team to
build on its original analyses of the study data, gathered using the procedures outlined briefly
below, and to share the insights that emerged as we experienced the school cultures, political
environments and emotional dimensions of the study. That is, we engaged in ‘warranted assertion
analysis’ (Onwuegbuzie et al. 2009: 119) that led the team to follow the process outlined by Smith
(1997) of the ‘repeated reading of the data as a whole and then arriving inductively and intuitively
at a set of credible assertions’ (p. 80). Smith defined assertions as ‘statements that the researcher
believes to be true based on an understanding of all the data’ (Smith, 1997: 80). The assertions that
appear below were drawn from a detailed mapping of the ASAS data using Inspiration™ software.

The ASAS was conducted over two years and was a large-scale study encompassing a total of 3,312
educational stakeholders: students, educators, parents, Department of Education personnel,
teachers’ union staff, school council members, school trustees, professional developers and
university faculty. It was oriented within the pragmatic paradigm (Johnson & Onwuegbuzie
2004), which indicated that multiple methods were most appropriate to explore the three main
foci of the project: assessment policy and practices, leadership in assessment, and optimal
professional development related to student assessment. The methodology was that which
Creswell (2012) described as sequential mixed methods enabling initial collected data to inform
subsequent instrument development. Data collection included cross-role and role-alike focus
group interviews with system-level educational stakeholders (n=78) that encompassed school
superintendents, university faculty, parent council members, school board members, Ministry
of Education personnel, teachers’ union representatives and regional professional development
consortia representatives. Following the focus groups was the administration of questionnaires – a
total of 2,542 comprised of valid responses from secondary students (n=916), elementary students
(n=632), educators (n=195) and parents (n=799). Finally, individual interviews were conducted
in schools with a total of 692 school-based stakeholders comprised of principals (n=12), assistant
principals (n=10), elementary teachers (n=62), secondary teachers (n=100), elementary students
(n=166), secondary students (n=296) and parents (n=46).
Quantitative data were processed using SPSS® statistical software (IBM 2011) utilising descriptive
statistics, while qualitative data were analysed using an iterative thematic coding approach with
inter-rater reliability checks undertaken by the research team prior to full-scale thematic coding
(Patton 2002; Gay, Mills & Airasian 2012).

Discussion of Findings

Our previous reports of ASAS findings, cited in the introduction above, addressed individual
components of the data that were gathered over the two-year period. This report is an opportunity
for the research team to provide an overview of the challenges associated with leading schools and
systems in fair student assessment and to highlight the relationships among the study themes (see
Table 1).

Assessment is controversial and politicised.
Accountability and professional responsibility need to be balanced.
Advocacy at the expense of other stakeholder perspectives is inappropriate.
Policy-makers are obliged to monitor and report to society on goal achievement in schools
and systems.
Inappropriate assessment practices are reified in the profession and among the public.
Researchers acting as consultants must remain true to their research findings and
methodologies.

There is widespread expectation that assessment data will be available to decision-makers.
Practitioners and policy-makers are responsible for ensuring alignment.
Assessment frameworks should morph to accommodate new information needs.
Tools should be oriented to all levels within Bloom’s Taxonomy.
Assessment must accommodate student differences.

Assessment informs.
Different stakeholders require different assessment information.
Large-scale assessment protects the interests of society.
Transparent dialogue about the purposes and adequacy of student assessment will reduce
irresponsible and inflammatory rhetoric.

Features

Ethical
Student voice is often absent and rarely respected.
dimensions of Educators and test developers must strive for culturally relevant and sensitive assessment
practices.
assessment
Aggregating behaviour and academic achievement is misleading.
Cheating by educators must be considered professional misconduct.
Applying penalties for late submissions, bonus marks for effort, etc. confound assessment
findings.

Advocacy
tensions

Alignment
of purpose,
method and
tools

Spectrum of
assessment
influence

Themes

Table 1: Warranted assertion analysis

Students should be included in the design
and interpretation of assessment data.
Educators are professionally bound to reflect
on and modify their assessment practices in
light of current theory and research.

Advocates must be professionally and
ethically responsible.
Society appropriately demands
accountability from public institutions.

Assessment information must be accessible.
Systematic review and modification of
assessment policies and practices should
ensure continued alignment.

Student assessment is a critical component of
education system in a civil society.
Censorship of student assessment data is
dangerous.

Assertions
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Teachers’
knowledge,
beliefs, and
expertise

Leaders’
knowledge,
beliefs and
expertise

Themes

Teacher preparation underemphasises student assessment.
Professional development is a necessary component of improving assessment.
Professional development should be balanced and provide opportunities to expand teachers’
understanding of the multidimensional nature of assessment.

School and district leaders are central to assessment improvement.
Leaders who are insufficiently informed about assessment may harm.
Following past practice blindly is irresponsible leadership.
Important assessment data for decision-making includes a wide range of data types and
sources.

Features

Table 1 (contd.)

Professional development should challenge
and critically analyse prevailing perceptions
of assessment.
Using assessment as a gatekeeping tool is
fair and ethical.

School leaders are pivotal to enhancing
student assessment.
School leaders are professionally obliged to
stay current regarding student assessment.

Assertions
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Spectrum of Assessment Influence

A key understanding emerged from the ASAS. That is, assessment is an important component of
the educational system in a civil society. At the classroom level, assessment tools – for example,
subject-specific tests, observations, peer and self-assessment, performances, and project work –
designed and administered by teachers diagnose learning needs and inform teachers, students
and parents regarding individual and small-group student-learning outcomes. Large-scale
assessments such as PISA, TIMSS , and state and provincial standardised tests, normally designed
by specialists employed by government agencies and administered under the oversight of systemlevel educational leaders, inform the larger community and protect the interests of provinces,
states and nations by fulfilling watchdog and system diagnosis roles. Within the current dominant
focus among school-based educators on the value of formative assessment for specific students,
the benefits of large-scale assessment for educational systems are too often neglected. What is
needed is a purposeful dialogue about how student assessment data inform at the micro level
(specific learners) through to the macro level (the global village) (see Figure 1). The conversation
should include a focus on the purposes and objectives of testing programmes and data use, and
facilitate understandings of how assessment is both an accountability tool and integral to teacher
professionalism, which understandably emphasises student-learning outcomes.
Figure 1: Spectrum of assessment influence

Student

Micro

Family
Classroom
School

Spectrum of
assessment
influence
across
contexts

Community
Postsecondary
Policy makers

Macro

Civil Society
Global Village

Figure 14.1 in Webber et al. (2012: 286), reproduced with kind permission from Springer Science+Business
Media.
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Engagement in a transparent dialogue about the purposes and adequacy of student assessment
practices will ameliorate the roadblocks to shared understandings among educational stakeholders.
Such a discussion will reduce the likelihood of contentious and arguably irresponsible use of
inflammatory rhetoric and inappropriate cross-cultural borrowing of terminology such as ‘high
stakes’ and ‘collateral damage’. It will also clarify for all the politically motivated uses of data by
specific stakeholders and reduce misguided calls to censor data garnered by standardised testing
programmes. Shared understandings will expand the understanding that, in the context of a civil
society, it would be highly inappropriate to not publish data about schools and school systems,
just as it would be inappropriate to censor information about other public institutions such as
health care systems, police services, military forces or governmental bureaus. Most important,
an ongoing transparent public dialogue is the best way to highlight that student assessment
procedures observable in classrooms and via large-scale testing constitute a ‘work in progress’, and
to emphasise that understandings of assessment beliefs, practices and policies will change as new
research about assessment emerges.

Ensuring Alignment among Purpose, Method and Assessment Tools

In a civil society, there is the widespread expectation that student assessment data will be available
to educators, students and their families, policy-makers and the general public. In fact, data-driven
decision-making is increasingly sought within the educational community (Kowalski & Lasley
2009; Burger & Nadirova 2012) and assessment data removed from the public realm would be
missed by all who serve as advocates for students and who use these data for sound decisionmaking at the classroom and system levels.
The importance of assessment data underscores the obligation that practitioners and policy-makers
have to ensure that assessment purposes and information needs align with the methods and tools
that are used (see Figure 2), as well as the timing of the administration of the instruments. The
potential for assessment frameworks to morph in their focus and in the use of data suggests that
periodic review of the alignment between assessment instruments and decision-making needs
is warranted. Regular reviews will help to ensure that assessment tools do not gravitate toward
lower levels of Bloom’s Taxonomy (Krathwohl 2002) or ignore the changing needs of students from
various geographic contexts, such as rural, remote, urban and suburban communities. In addition,
ongoing reviews must incorporate consideration of the cultural backgrounds of students from
mainstream and minority families. Reviews also allow educators and test developers to incorporate
the possibilities that assistive technologies provide to increase the accuracy of assessments of
students who have unique learning needs due to cognitive, physical or developmental differences.
In other words, the changing nature of society suggests that the morphing of assessment purposes
and tools is desirable and that regular review of purpose, practices and tools will optimise the value
of student assessment.
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Figure 2: The range of assessment tools – micro to macro contexts
Micro Student
Context
Family

Tools include assignments, projects, performances, examinations, standardized tests, group work, teacher
observations, and presentations.
Homework assignments, graded projects returned to students, parent-teacher conferences, and
report cards.
Individual student data, aggregated student data, parental insights, and colleagues’
formal and informal perceptions of students.

Classroom

Aggregated classroom data, aggregated external assessment data, parent
surveys, and informal community feedback.

School

School newsletters and reports, school and district
comparisons, media reports, and informal communications.

Community

High school and postsecondary transcripts, prior
learning assessments, and media rankings.

Postsecondary

Standardized examinations,
departmental reports, media
rankings, and public opinion.

Policy-makers

Civil Society
Macro
Context

Global village

Same as policymaker level.
PISA
and
TIMMS

Figure 14.2 in Webber, Lupart & Scott (2012: 287). Reproduced with kind permission from Springer
Science+Business Media.

Tensions in Advocacy
The ASAS revealed that student assessment is one of the most controversial and highly politicised
dimensions of education. Stakeholder advocacy clearly has a role in the debate about assessment,
but there is an equally clear need for advocacy to be informed, responsible and inclusive. The
ASAS highlighted the responsibility of educators, policy-makers, researchers and community
members to strive to understand how personal politics, conceptual frameworks, union advocacy
and different information needs affect positioning in relation to student assessment.
Study findings indicated that teachers, perhaps understandably, are innately pro-student learning
in their views of assessment but less supportive of changing their practices to accommodate the
information needs of others in the educational community. As a result, educators in Alberta are
perceived by some to be resistant to accountability, and the position of some teachers’ unions
heightens this unfortunate public perception of educators. For example, the vehement opposition
of teachers’ unions to external assessments suggests a lack of consideration of the responsibility of
democratically elected policy-makers to seek and employ mechanisms that will inform them about
the state of teaching and learning in schools in order to fulfil their accountability to the electorate.
It is appropriate and to be expected that unions will advocate for their members, but advocacy at
the expense of other members of society, particularly students who are the most vulnerable of all
stakeholders, ought to be avoided.
The ASAS identified several controversies that continue to be featured in the media. For example,
uncertainty and misunderstandings about what a no-zero assessment policy means and over the
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consideration of perceived student stress during assessments confuse and divert attention from
information needs and appropriate assessment practices. Indeed, the ASAS findings clarified that
the overwhelming majority of students of all ages do not perceive classroom or external testing
to be particularly stressful, unless unfair practice is involved (for example, allowing behaviour,
gender, neatness or effort to influence students’ grades or to result in clear favouritism of particular
types of students). Further, the relative absence of the student voice and, more daunting, a lack of
respect for the student voice about assessment are indefensible in light of research reports about the
value that the student voice adds to assessment practices (Aitken 2012).
Another tension emerged relating to fairness in assessment. Some teachers and parents argued that
the accommodation of student needs was unfair to other students. For example, the use of assistive
technology or allowing students sufficient time to complete a test were seen to be providing an
unfair advantage rather than as tools and strategies that allow students to demonstrate their
knowledge and skills. Such debates emphasise the need for educational partners to examine the
differences between understandings of equity and equality.

Ethical Dimensions of Assessment
The ethical aspects of student assessment are embedded in earlier sections within this paper. That
is, the responsibility to include student voices in assessment and to distinguish between equity
and equality are examples of how professional ethics must be central to any and all discussions of
assessment. Similarly, the responsibility of all partners to consider and revise assessment practices
in accordance with the changing cultural demographics of students was profiled, as was the caution
against conflating reports of student behavior with reports of their knowledge and skills. We also
advised abandonment of irresponsible and inflammatory rhetoric in favor of discourse informed by
theory and research. In short, we have argued for the thoughtful deconstruction and interrogation
of what happens in schools regarding assessment in order to facilitate fair and accurate assessment
practices in schools (see Joint Advisory Committee, 1993; Pettifor & Saklofske, 2012).

Another ethical approach is the avoidance of assessment practices that are obviously unprofessional.
For example, indefensible exclusion of students with special needs from participation in
standardised tests so that class and school scores can be inflated artificially should never be
tolerated. Cheating by teachers and principals – for example, providing corrective feedback while
students are writing tests or abandoning professional responsibilities by teaching exclusively to the
test – must be considered professional misconduct. Equally damaging and controversial is the use
of assessment as a disciplinary tool, such as taking marks off for late assignments or giving extra
marks for effort. Other ethical considerations include the inappropriate and unexamined use of
timed tests or the sharing of assessment information about particular students with other students
or the parents of other students.
Ethical considerations extend to the system level. For instance, ranking schools and systems
without due consideration of all of the socioeconomic factors influencing student achievement or
without clear articulation of ranking criteria is inappropriate and may result in misinformation
becoming accepted by communities and nations.

Leadership Knowledge, Beliefs and Expertise
As the ASAS was conducted, it became evident that school and system leaders are in pivotal roles in
relation to leading fair student assessment. They are central to helping teachers, students, parents
and community members understand and use assessment data for enhancing teacher knowledge,
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facilitating student achievement and protecting the wellbeing of students and members of the
broader society. In fact, the leadership role is so significant that leaders who do not hold high
levels of assessment literacy are likely to perpetuate mediocrity or, even worse, harm others in the
learning community. Uninformed educational leaders also are less capable of using assessment
data to garner resources such as funding and expertise for their schools. It is important for school
leaders to develop the political acumen needed to navigate the politicised assessment landscape
and to challenge poor instructional and assessment practices.

Unfortunately, assessment literacy and leading assessment are not featured in most leadership
development programming offered by universities, professional organisations or government
ministries. Instead, leaders too often rely on the modelling of practices by their mentors or earlycareer colleagues. Therefore, it is crucial that leadership preparation programmes include a focus on
leading fair and accurate student assessment. Domains of knowledge should address the breadth
of assessment knowledge, including psychological assessment data, standardised test reports,
formal and informal assessments, classroom assessment, observational data, and statistical and
qualitative literacies. Such a large amount of knowledge suggests that pre-appointment leadership
preparation programmes are only a start to enhancing the knowledge base of school leaders;
ongoing professional development is necessary for leaders to incorporate the new empirical and
theoretical information that is constantly being gathered (Karstanje & Webber 2008; Scott & Webber
2008; Webber & Scott 2009, 2010).

Teacher Knowledge, Beliefs and Expertise
Teacher preparation, which rarely includes sufficient focus on student assessment, is the obvious
starting point to begin facilitating assessment knowledge, skills and ethical practices. Teacher
education programmes should emphasise assessment literacy, including statistical literacy,
which classroom teachers need to support student learning and to fulfil their responsibility to
inform parents about the progress their children are making in school. Teacher educators should
strive to ameliorate the unavoidable mismatches among teachers, learners and the community
that inevitably arise in the multicultural context of most large western cities and many smaller
communities; mismatches that can lead to culturally inappropriate and insensitive assessment
practices that fail to provide fair or accurate information about student progress.

It is incumbent upon teacher educators, professional developers and educational leaders to find
ways to minimise educators’ fears of assessment – particularly external large-scale assessment
– and to build their capacity and comfort by critically analysing the uninformed and misguided
statements that often are circulated in professional and academic publications. It is important for
professional learning to incorporate information about recent advancements in assessment theory
(Earl 2006, 2007) so that assessment terminology and tools are unambiguous and helpful in guiding
instructional and assessment practice (Black & William 1998; Black, Harrison, Lee, Marshall &
Wiliam 2003, 2004).

Teacher knowledge should include sophisticated understandings of the multidimensional
functions of assessment. Some forms of assessment influence decision-making about particular
students and how they can maximise their learning potential in their classrooms, schools and
communities. Other forms of assessment influence decision-making in post-secondary institutions
and by policy-makers at the provincial/state levels, and at the regional, national and international
levels. To avoid uninformed acceptance of the validity of specific forms of assessment (e.g.
teacher-made assessments) and the denigration of other forms (e.g. standardised tests), teachers’
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assessment knowledge must include competence in interpreting the extremely wide range of
reporting mechanisms that inform and guide decision-making in a host of contexts. Similarly,
teacher learning should incorporate the moderating influences on how students learn, such as the
personal, cultural, environmental and temporal factors that should be factored into interpretations
of all types of student assessment (Webber et al. 2012).

Finally, the evaluative, ranking and gatekeeping functions of assessment should be featured in
teacher education and teacher professional development. Done fairly and accurately, communicated
well, and utilised appropriately, assessment information is an invaluable component of identifying
students who require extra assistance, have met curriculum standards, and will be admitted into
post-secondary educational programmes. Denial of these important functions that are part of
admissions and hiring procedures across societies constitutes a simplistic and naïve perspective of
how assessment data can and should be used.

Conclusion

The ASAS provided a rare large-scale examination of student assessment practices and policies
in a western Canadian province. The study reinforced what has been found in other studies of
student assessment, but the findings also challenged several of the commonly accepted views
about assessment that are held by educators, teachers’ unions, educational leaders and researchers.
As a result, the study suggests that assessment considerations differ widely according to context
and to stakeholder perspectives.
A central point in this report is that dialogue about student assessment should be evidence-based
rather than opinion-based. Unfortunately, the latter has dominated too much of the professional
development and professional rhetoric about student assessment. Although formative assessment
is a massively important type of student assessment, the findings of the ASAS suggest that the
gatekeeping and summative dimensions of assessment have been presented unfairly, inadequately
and even inaccurately.

Our analysis of the ASAS findings and our experiences while conducting the study led us to several
assertions that are intended to support the work of teachers and principals, teacher educators,
ministry personnel, researchers, professional developers and policy-makers. Our assertions
are intended to contribute to a more balanced consideration of the role of assessment in a civil
society, its accessibility in appropriate formats, and the importance of leadership in the fair use
of assessment data. We also caution against calls to censor public access to the aggregated data
collected by large-scale assessment programmes. We call for a greater student voice in the student
assessment process and for ongoing professional development that challenges and critically
analyses prevailing perceptions of assessment.

Finally, we advocate that researchers and practitioners avoid becoming embroiled in the
confrontational dialogue that too often is characteristic of public debates about student assessment.
Rather, we urge educational partners to study the validity and utility of the assertions made in
this report, because we understand that any assertions made now will morph as new information
emerges as a result of further research and of changes in the contexts of learning communities.
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Aspiring Principals’ Perceptions of
Applicability of Acquired Leadership
Capacities in the School Context
Shun-wing Ng and Yu-Fung Chan

Abstract: In Hong Kong, aspiring and newly appointed principals are required to have a good mastery of
leadership capacities for the new paradigm of education development in the 21st century. This paper aims
to examine the perceptions of 188 aspiring principals on the applicability of the leadership capacities they
are equipped with in the principalship training programme to their leadership positions in their schools. A
questionnaire consisting of 24 questions in six core areas of leadership was constructed and mailed to the
sample two years after they were awarded the Certificate for Principalship. The findings demonstrated that
most of the participants perceived the leadership capacities of ‘strategic direction and policy environment’ and
‘quality assurance and accountability’ to be more applicable to their leadership positions in school than those
of ‘teacher professional growth and development’, ‘external communication and connection to the outside
world’, ‘learning, teaching and curriculum’ and ‘staff and resources management’.

Introduction

There are concerns about the supply of principals in many countries (Bush 2011). Issues such as
reaching retirement, retention, stress, changes to leadership roles and responsibility, and structural
changes due to neo-liberal influences have led to disengagement and a flight from principalship
(Cocklin & Wilkinson 2011). In Hong Kong, the recruitment and retention of school principals
is also affected by the neo-liberal agendas under which school principals have played the roles
of both educational leader and chief executive officer (CEO). In every school, they now have to
be accountable to all school governors on the Incorporated Management Committee (the school
council). In this regard, Education Bureaus (EDBs) in various regions have developed professional
development programmes to provide aspiring principals with the support of either on-the-job or
off-the-job training opportunities; Hong Kong is no exception.

While the importance of principalship in school effectiveness has attracted much scholarly
attention, the applicability of the leadership capacities aspiring and newly appointed principals are
equipped with in their training programme has been little studied. Also, few studies have analysed
the importance of professional development for principalship (Grissom & Harrington 2010). The
research findings on the leadership capacities of aspiring and beginning principals related to their
professional development are also very limited. This study aims to discover the motivations for
aspirants to attend the training programme and how they found the leadership capacities they are
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equipped with in the training programme to be applicable in the workplace. The findings serve
to refine the content of the professional development programme in accordance with the needs
of the stakeholders and the educational context of school management. This piece of information
is considered significant since it helps in identifying measures to better prepare aspirants and
beginning principals to effectively take up their leadership role in schools.

This article has five main sections. The first section discusses relevant literature and outlines the
context of the study. The second section explains the context of the study. The third section explains
the method adopted in this exploratory study, including the processes of collecting and analysing
the data. The fourth section discusses the research findings and the concluding section summarises
the results and discusses the implications of the study for programme providers and policy-makers.

Transition of School Leadership

In the following sections, related literature on professional development for aspirants and the
capacities required of school principals is reviewed.

Bush (2007 ) argues that leadership development should be underpinned by succession planning.
In schools, where problems are becoming more complicated, there may be only a short time to
prepare for the succession of new principals into leadership positions; some are simply placed in
the premises and left to discover how to lead. Some may figure out how to successfully navigate
the environment, but others flounder and even fail (Eller 2010). Leadership transition is crucial to
the continuity of the school, and may vary with context and time and with distinct phases and
demands. A successful transition occurs when there is careful planning, adequate preparation and
decent, humane management of all aspects of the transition process. In their case studies, Cocklin
& Wilkinson (2011) found two key reasons behind the successful transition of leadership: first, the
new principal has prior leadership experience; and second, the existing teacher culture is generally
supportive. Therefore, the key tasks facing beginning principals are to survive and to become an
effective educational leader. Survival relates to being capable of managing the technical side of the
school operation and grasping the social and cultural norms of the school (Boerema 2011).

Leadership Capacities of School Leaders in Times of Reform

The school context is a key aspect of the principals’ role and exerts a profound influence on what
they do in an era of educational reforms (Cocklin & Wilkinson 2011). School leaders are required
to demonstrate a wide variety of management and leadership skills and capacities, and to make
increasingly complex decisions in collaboration with others in times of reform. The importance
of school leadership for effective schooling, student achievement, staff development, school
improvement and educational reforms has therefore been supported by numerous studies (Caldwell
& Spinks 1992; Kwan 2009; Walker & Kwan 2009; Grissom & Harrington 2010). In terms of schools
sustaining improvement over the longer term, the selection and retention of the principal is one of
the critical elements in transforming them for the better. A study by Kwan (2010) confirms that four
criteria were used to assess aspirants for the position of secondary school principal by Hong Kong
school supervisors. These were, in order of importance, generic managerial skills, communication
and presentation skills, experience and credence, and religious affiliation and external connection.
Perspectives on leadership learning from scholars such as Goleman (2002) and Walker & Dimmock
(2006) indicate self-awareness and self-learning as essentials on the path to improved leadership
practice.
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A study by Pont, Nusche & Moorman (2008) on improving school leadership highlights four
major domains of responsibilities as key to improving student outcome: (1) supporting, evaluating
and developing teacher quality; (2) goal setting, assessment and accountability; (3) strategic
financial and human resource management; and (4) collaborating with other schools. Heightened
recognition of the importance of quality principals has unfortunately come at a time when many
regions are expressing difficulties in building a high-quality principal workforce (Sachs 2004;
Grissom & Harrington 2010), due to the fact that school principals have faced a lot of challenges
and pressures in the current era. In Hong Kong, for example, the student numbers are declining
and market issues are much more prominent. The individual personalities of school principals
are crucial in understanding how these issues and pressures are mediated (Bottery, Ngai, Wong &
Wong 2008). Daresh & Playko (1994) found that practicing principals ranked socialising skills and
self-awareness skills as the important development areas, whereas aspirants pointed to technical
and socialising skills as the important areas. A study by Jeffers (2010 ) indicates that a complex interrelationship of factors that influence the successful implementation of a school initiative is at work
. These include the principal’s own beliefs and values regarding the initiative, the ability to manage
the micro-politics of the situation, and the communication strategies employed with stakeholders
and teacher staff. Moreover, given the palpable inequities within Hong Kong’s educational context,
it is incumbent upon the principal and school leaders to work to promote social justice (Chiu &
Walker 2007) and inclusive education (Angelides 2012) tangibly.

Evidence collected by Salfi (2011) revealed that successful school leaders developed colleagues
to lead and distributed leadership responsibilities throughout the school; developed a common
and shared school vision; promoted a culture of collaboration, support and trust; involved various
stakeholders in the decision-making process; developed a professional development mechanism
for teachers; and involved parents and community in the process of school improvement. The
findings of a study by Atieno & Simatwa (2012) revealed that newly appointed principals in
public secondary schools face challenges in the management of students, teachers, finances and
support staff, as well as those that arise from parental involvement in school activities. These
challenges included, among others, indiscipline, failure to pay school levies, threats, drop-outs,
staff incompetency and budgeting.

Context of the Study: Certificate for Principalship in Hong Kong

In response to the increasing demand for school leaders, many leadership development
programmes have been set up (Darling-Hammond, LaPoint, Meyerson, Orr & Cohen 2007). One
of the important objectives of these programmes is to provide support for newly appointed school
leaders. Indeed, professional development for principals is an investment aimed at enhancing
their effectiveness (Grissom & Harrington 2010). In order to keep abreast with the demands of
fast-changing environments brought about by educational reforms, the education system in Hong
Kong is poised for change in the support of school improvement (ACSBM 2000). Prior to 2000,
primary and secondary school principals were not required to complete any training programmes.
Resting on the traditional apprenticeship model, they were prepared mostly by moving up the
ranks from classroom teacher, to head of department, to vice principal and eventually to school
principal (Pang 2007). Newly appointed principals were simply required to attend a fundamental
programme on school administration. Where training programmes for newly appointed principals
or serving principals did exist, they were usually organised on an ad hoc basis (Walker & Dimmock
2006).
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Since 2002, the policy regarding the delivery of training programmes for principals in Hong Kong
has been subject to consultation . A consultation paper on ‘Continuous Professional Development
for School Excellence’ (Education Department 2002), stipulated different types of continuous
professional development for aspiring principals (APs), newly appointed principals (NAPs) and
serving principals (SPs). A Certificate for Principalship (CFP) would then then be introduced, with
effect from 2004, to ensure that APs meet definite leadership requirements before assuming the
role of principal. After the consultation period, the Education Department formally announced the
policy that from 2004 onwards, all APs were required to attain the CFP. The CFP process comprises
three parts: (1) a needs analysis aimed at enabling APs to understand and reflect on their own
strengths and areas for further development; (2) a designated course of around 91 hours, covering
six core areas of leadership together with designated action research; and (3) the presentation of a
portfolio, which is a formative account containing the aspirant’s reflective journals and a personal
belief and value statement on the meaning of principalship, with evidence of participation in the
needs assessment analysis attached (Education Department 2002).

The Study

This paper reports on our attempts to explore the perceptions of aspiring principals on the
applicability of the leadership capacities they are equipped with in the principalship training
programme to their leadership positions in their schools. Aspirants’ personal backgrounds and
school variables are demonstrated and an attempt is made to explore the relationship between
four key motivations for two categories of participants to attend the training programme and years
of working experience in the field. In brief, this study attempts to address three major research
questions:
1.
2.
3.

What are the perceptions of aspiring principals on the applicability of the six core
areas of leadership capacities learnt in the training programme to their current
leadership positions in school?
What are the reasons for the aspirants to attend the training programme?

What is the relationship between the reasons for attending the programme and years
of experience of two different categories of aspirants?

Research Methodology

As reiterated by the EDB of Hong Kong, to empower prospective principals to become effective
school leaders and face the challenges of an ever-changing and advancing knowledge-based
society, all APs and NAPs are required to be prepared in four leadership domains under the
training programme: strategic leadership; instructional leadership; organisational leadership;
and community leadership. These domains cover six core areas of leadership capacities: strategic
direction and policy environment; learning, teaching and curriculum; teacher professional growth
and development; staff and resources management; quality assurance and accountability; and
external communication and connection to the outside world.
The Hong Kong Institution of Education was commissioned by the EDB of Hong Kong to run
the CFP training programme, and one of the Institution’s investigators was assigned to manage
and deliver the programme. Making reference to the perspectives of researchers and leadership
learning practices in other regions, the EDB identified six core areas of leadership for aspirants.
These core areas of leadership capacities that the APs are instructed in during the programme
period framed the themes we studied. To examine whether the APs could effectively apply these
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leadership capacities to their leadership positions in the workplace, an instrument was constructed
with four items, or sub-scales, clustered under each core area of leadership capacities (scales). Thus,
a total of 24 sub-scales (items) concerning leadership capacities were included in the questionnaire.
The items under the core leadership area of ‘strategic direction and policy environment’ were:
1.

‘school strategic development and planning’

3.

‘ethical leadership in school-based management’ and

2.
4.

‘paradigm shift and school leadership’

‘managing the school with various types of leadership’.

Under the core leadership area of ‘learning, teaching and curriculum’, the following four items
were included:
1.

‘instructional and curriculum leadership’

3.

‘assessment for learning’ and

2.
4.

‘strategies for developing school-based curriculum’
‘strategies for small-class teaching’.

The core leadership area of ‘teacher professional growth and development’ consisted of the
following four items:
1.

‘implementing inclusive education’

3.

‘strategies for teachers’ professional development’ and

2.
4.

‘legal issues in school administration’

‘developing learning organisation in school’.

The four items were constructed under the area of ‘staff and resources management’ were:
1.

‘financial management in school’

3.

‘management of school assets’ and

2.
4.

‘human resources management’
‘marketing school education’.

The fifth core leadership area of ‘quality assurance and accountability’ included the items:
1.

‘leadership of quality assurance in school’

3.

‘management of self evaluation’ and

2.
4.

‘school-based quality assurance and accountability’
‘management of external evaluation’.

Finally, the sixth core leadership area of ‘external communication and connection to the outside
world’ was composed of the following four items:
1.

‘parent and community involvement in school’

3.

‘collaboration between schools and mass media’ and

2.
4.

‘the role of the school in the community’
‘making use of community resources’.
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The questionnaire was mailed to 320 APs who had completed the training programmes in three
different training cohorts and had ultimately obtained the CFP in the previous two years. Prior to
the study, the investigator did not know how many of these were awarded principalships. A month
later, 188 filled questionnaires had been received by fax and post, a return rate of approximately 59%.
The respondents were asked to indicate whether they found the acquired leadership capacities to
be applicable to school management, with regard to the 24 items listed above, on a five-point Likert
scale with five being the highest (‘strongly agree’) and one being the lowest (‘strongly disagre’). The
range of answers for each core area of leadership was examined. The reliability alphas (α) of the six
core items were all within a satisfactory range (from 0.703 to 0.8.46), indicating that the scales were
internally consistent (see Table 1).
Table 1: Cronbach alphas of the six core leadership dimensions
Dimension
Strategic direction and policy environment
Learning, teaching and curriculum
Teacher professional growth and
development
Staff and resources management
Quality assurance and accountability
External communication and connection to
the outside world

No. of Items
4
4

Alpha (α)
0.846
0.841

Valid N
188
188

4

0.703

188

4
4

0.844
0.805

188
188

4

0.827

188

Other questions, such as participants’ gender, education posts, years of teaching experience and
reasons for attending the AP training programme, were included in the questionnaire.

Findings
Demographic Factors of Respondents
The demographic data collected were based mainly on the quantitative dimensions of the
questionnaire and presented a general picture of the respondents.

Before interpreting the figures, it is necessary to make a number of observations. In Hong Kong,
only 5 per cent of schools are managed by the government. Approximately 90 per cent of the
schools almost totally subsidised by the government are run by school sponsoring bodies (SSBs).
Another 5 per cent of the schools are direct-subsidy scheme (DSS) schools, which are also funded
by the government but can collect tuition fees from parents and are free to develop their curriculum
and decide the medium of instruction.
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Table 2: Summary of respondents’ profiles (N=188)
Affiliation
Subsidised schools
157 (83.5%)

Cohorts

Government
schools

Direct subsidy Schools
7 (3.7%)

15 (8%)

Primary school (n=110)
Male
Female

29 (15.4%)
Existing education posts
44 (23.4%)

121 (64.4%)

Years of education experience
Under 10
10-15
4 (2.1%)

Senior
teachers

23 (12.2%)

Retired
2 (1.1%)

Secondary school (n=78)
Male
Female

81(43.1%)

Newly appointed principals

EDB

7 (3.7%)

41(21.8%)
Teachers

EDB officers

14 (7.4%)
16-20

47 (25%)

(19.7%)

6 (3.2%)

21-25

70 (37.3%)

Missing
3 (1.6%)

26 or above
44 (23.4%)

As shown in Table 2, of the 188 respondents, 83 per cent came from subsidised schools run by SSBs,
3.7 per cent from DSS schools, and 8 per cent from government schools managed by the EDB.
Another 3.7 per cent were officers from the EDB. These education officers could become school
principals after having received the CFP. There were female participants than male respondents.
According to Pang (2007), the number of women occupying the principal position is on the rise
at both the primary and secondary school levels. Female vice-principals were as confident as
their male counterparts in their preparation for principalship (Dimmock and Walker 2005). In
this study, it was interesting to discover that 44 respondents (23.4%) have already become newly
appointed principals, either employed or promoted to the post of principal by the SBSs during
the two years. More than 60 per cent of the respondents are still serving as senior teachers in
schools. Their competence is of paramount importance not only because they are part of the school
leadership team, but also because they will be appointed to the position of school principal in many
education systems (Kwan 2009). With regard to years of experience in the field, only four out of
188 respondents (2.1%) had worked in the field of education under 10 years, and 60 per cent of the
sample had 20 or more years in the career.

Key Reasons for Attending the Training Programmeme
The respondents were asked to rank four key reasons for attending the AP training programme
in order importance; a score of 5 represents ‘most important’, and a score of 1 represents ‘least
important’. The findings in Table 3 are shown in terms of frequencies (f), percentage (%), mean (M)
and standard deviation (SD).
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Table 3: Reasons for attending the AP programme (N=188)
Most
important
Reasons
5
f (%)
Wish to lead the
61
school
(32.5)
Wish to serve the
29
school
(15.4)
Wish to equip
78
oneself
(41.5)
Wish to reform the
19
school
(10.1)

4
f (%)

3
f (%)

2
f (%)

42
(22.3)
36
(19.2)
42
(22.3)
51
(27.1)

23
(12.2)
50
(26.6)
29
(15.5)
63
(33.5)

44
(23.4)
47
(25)
23
(12.2)
32
(17.1)

Least
important
f (%)
5
(2.7)
0
(0)
4
(2.1)
0

Missing

M
(SD)

13
(6.9%)
26
(13.8%)
12
(6.4%)
23
(12.2%)

3.67
(1.248)
3.28
(1.076)
3.96
(1.157)
3.34
(0.926)

According to the respondents, the most important reason for attending the AP training programme
was to ‘equip oneself’ (M=3.96), followed by ‘to lead the school’ (M=3.67), ‘to reform the school’
(M=3.34) and ‘to serve the school’ (M=3.28). The mean scores of ‘to equip oneself’ and ‘to lead the
school’ are much higher than those of the other two. Attempts were made to explore the relationship
between the four key reasons and two categories of participants based on years of experience. As
highlighted in Table 4, the one-way ANOVA test reveals a significant difference between groups
of aspirants with different years of experience regarding the reason ‘wish to reform’ (F=2.349,
Sig=0.061). The correlations between the four key reasons and both categories of participants are
shown in Table 4 . The table demonstrates that overall, participants from both categories show
a significant positive correlation with the reason ‘wish to lead the school’ (r=0.350, p<0.01). In
addition, the primary category is significantly positively correlated with the reason ‘wish to equip
oneself’ (r=0.362, p<0.01), but negatively with the reasons ‘wish to serve the community’ and ‘wish
to equip oneself’, while the secondary cohort correlates significantly and positively with the reason
‘wish to equip oneself’ (r=330, p<0.05) but negatively related with ‘wish to reform the school’.
Table 4: Correlations between years of experience and reasons for attending the programme of
the participants from both primary and secondary schools
Reasons
Categories
Overall (N=188)
Pearson Correlation
Sig. (2-tailed)
Primary (N=110)
Pearson Correlation
Sig. (2-tailed)
Secondary (N
Pearson Correlation
Sig. (2-tailed)

Wish to lead the
school

Wish to serve the
community

Wish to equip
oneself

Wish to
reform the
school

.350**
.001

.003
.977

.228*
.034

.122
.276

.362**
.009

-.250
.086

-.171
.216

.043
.773

.300
.068

.258
.135

.330*
.049

-.188
.256

*Correction is significant at the 0.05 level (2-tailed). **Correction is significant at the 0.01 level (2-tailed)
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Applicability of Leadership Capacities in the Workplace
The participants were also asked whether they agree that they have found the acquired leadership
capacities to be applicable to their leadership positions in school, with regards to the 24 items in the
six core areas of leadership capacities.

Table 5 shows that, as judged by the scores attained for the items on a five -point scale in the six
core areas of leadership capacities, respondents perceived that the capacity in the area of ‘strategic
direction and policy environment’ (GS=4.30, SD=.52) is most applicable to the workplace, followed
by ‘quality assurance and accountability’ (GS=4.24, SD=.51), ‘external communication and
connection to the outside world’ (GS=4.15. SD=.55), ‘teacher professional growth and development’
(GS=4.15, SD=.47), ‘learning, teaching and curriculum’ (GS=4.06, SD=.56) and, finally, ‘staff and
resources management’ (GS=4.04, SD=.60). In fact, the respondents found the leadership skills of
all four items under the core area of ‘strategic direction and policy environment’ (‘school strategic
development and planning’, ‘paradigm shift and school leadership’, ‘ethical leadership in schoolbased management’, and ‘managing school with various types of leadership’) to be applicable to
school management, since the mean scores only range between 4.23 and 4.32. The respondents
expressed that, overall, the leadership skills acquired in the core leadership area of ‘quality
assurance and accountability’ were less applicable to their positions in schools (GS=4.24) than
those in the area of ‘external communication’. They did not score the items of ‘management of both
self evaluation’ (M=4.19) or ‘management of external evaluation’ highly (M=4.19), though they
found the leadership capacities they were equipped with in under the items ‘leadership of quality
assurance in school’ (M=4.26) and ‘school-based quality assurance of accountability’ (M=4.26) to be
relatively applicable to the workplace.
The third-ranked areas of leadership capacities in terms of applicability to the workplace were
‘external communication and connection to the outside world’ (GS=4.15) and ‘teacher professional
growth and development’ (GS=4.15). In the area of ‘external communication and connection to the
outside world’, the respondents expressed that the leadership skills under the item ‘collaboration
between schools and mass media’ were very applicable to their positions in the school context
(M=4.28), whereas they felt that the capacity of ‘parents and community involvement’ was less
applicable. With regards to ‘teacher professional growth and development’, the participants gave
‘implementing inclusive education’ low scores (M=3.78), while they found the leadership skills for
the three remaining items – ‘legal issues in school administration’ (M=4.25), ‘developing learning
organization in school’ (M=4.25) and ‘the strategy of teachers’ professional development’ (M=4.24)
– to be relatively more applicable to the workplace.

It is worth noting that the grand scores in the leadership areas of both ‘learning, teaching and
curriculum’ (4.06) and ‘staff and resources management’ (4.04) were just a little above 4, and the
mean scores of two items under each of these two leadership areas were below 4. This suggests
that respondents tended to believe that the leadership capacities learnt in the training programme
with regard to these two areas were not very applicable to the real educational context. This was
particularly the case for the leadership items ‘marketing school education’ (M=3.86), ‘management
of school assets’ (M=3.92) and ‘financial management’ (M=4.00). However, ‘human resources
management’ scored higher (M=4.22).
Most importantly, the respondents gave very low scores to the item ‘marketing school education’
(M=3.86). This indicated that the respondents found this type of leadership capacity acquired in the
training programme to be least applicable to school management. In the area of ‘learning, teaching
and curriculum’, the respondents found the leadership capacity ‘implementation of small class
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teaching’ (M=3.78) difficult to apply in the workplace. While the item ‘instructional and curriculum
leadership’ scored relatively highly (M=4.20), the respondents did not give high scores to the other
two items, ‘strategies for developing school-based curriculum’ (M=4.00) and ‘assessment for
learning’ (M=3.99).
Table 5: Respondents’ score for six core areas of leadership capacities (N=188)
Core leadership areas

Mean
score
(M)

1. Strategic direction and policy environment
a. School strategic development and planning
4.29
b. Paradigm shift and school leadership
4.33
c. Ethical leadership in school-based management
4.23
d. Managing schools with various types of leadership
4.32
2. Learning, teaching and curriculum
a. Instructional and curriculum leadership
4.20
b. Strategies for developing school-based curriculum
4.00
c. Assessment for learning
3.99
d. Strategies for small class teaching
3.78
3. Teacher professional growth and development
a. Implementing inclusive education
3.78
b. Legal issues in school administration
4.25
c. The strategy of teachers’ professional development
4.24
d. Developing of learning organization in school
4.25
4. Staff and resources management
a. Financial management in school
4.00
b. Human resource management in school
4.22
c. Management of school assets
3.92
d. Marketing school education
3.86
5. Quality assurance and accountability
a. Leadership of quality assurance in school
4.26
b. School-based quality assurance and accountability
4.26
c. Management of self evaluation
4.19
d. Management of external evaluation
4.19
6. External communication and connection to the outside world
a. Parent and community involvement in school
4.11
b. The role of the school in the community
4.15
c. Collaboration between schools and mass media
4.28
d. Making use of community resources
3.87

Grand
score
(GS)

Standard
deviation
(SD)

4.30

0.52

Alpha
(α)
.846

.841
4.06

0.56
.703

4.15

0.47
.844

4.04

0.60
.805

4.24

0.51
.827

4.15

0.55
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Discussion

With schools having to meet the challenges of an ever-advancing knowledge-based society, the
quality of school leaders is of paramount importance for quality education. Data collected in this
study can contribute to refining the continuous professional development programme for APs
and NAPs in Hong Kong and other parts of the world. Having completed the programme and
understood the complication of the duties and leadership capacities required of a principal, the
majority of aspirants went back on their initial intention of advancing to principalship, though
they had obtained the CFP. The data demonstrate that only 44 out of 188 participants became
NAPs. This is confirmed by the study by Ng (2013) in which many of the aspirants attending the
training programme expressed a desire to upgrade themselves with leadership knowledge and
capacities, but did not wish to become principals.
On the other hand, the respondents clearly illustrated that they found that what they had learnt
regarding the capacity of ‘staff and resources management’ (GS=4.04) was less applicable to their
leadership positions in schools. When taking a closer look at the scores, it was found that the
respondents gave lower scores to ‘financial and asset management’ (M=4.00) and ‘management of
school assets’ (M=3.92) than to ‘human resources management’ (M=4.22).

School-based management has been implemented in all primary and secondary schools in Hong
Kong since 2000. The power of strategic financial planning and control of schools has also been
decentralised from the EDB to school principals. Since then, many senior teachers or middle
leaders have experienced the complexity of financial management, including budget planning,
stock taking, and managing school resources and assets. As a layperson in financial control under
school-based management, it is not surprising that respondents found that the capacities they had
been equipped with could not be applied appropriately in the real school context. The results
indicated that these senior teachers and NAPs did not possess sufficient knowledge of and skills
in the management of school finances and assets, especially in an era of reforms dominated by
the ideology of marketisation and commercialisation, despite being equipped with leadership
capacities in the training programme. Alternatively, they found that what they had learnt was not
applicable to the real situation. Similar to the concerns of a group of principals in Hong Kong and
vice-principals in the USA as reported by Wong (2004) and Lankford, Connell & Wyckoff (2003),
respectively, the respondents perceived their inadequate experience in resource and financial
management as a deficiency in their preparation for principalship. Given the fact that financial
management is an essential element in school-based management, insufficient knowledge of the
leadership capacity or a lack of confidence in applying acquired leadership skills to their positions
may cause difficulties in school management when newly appointed principals take up the position
(Kwan 2009).
The issue of staff management also draws the attention of the school leaders (Wong & Wong
2005; Ng & Wang 2009). The findings of Kwan’s (2009) study highlight the difficulty viceprincipals have regarding staff management in schools in a reform context. Senior teachers and
vice principals as the ‘ones’ in the middle position always have problems handling grievances
among frontline teachers, supervising and assessing teachers’ performance, and assigning teaching
and administrative tasks to staff (Ribbins 1997). In addition, a study on the satisfaction of school
teachers in Hong Kong revealed that a potential communication problem or a lack of mutual trust
between principals and teachers is detrimental to the management and development of a school
(Wong & Wong 2005). These illustrations carry the implications that being a principal is a complex
activity and that managing staff is a complicated and dynamic process in school organisation.
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The NAPs and APs will easily become frustrated once problems of interpersonal relations arise in
today’s ever-changing educational environment. Fortunately, the respondents indicated that they
found the capacity ‘ethical leadership in school-based management’, under the leadership area of
‘strategic direction and policy environment’, to be relatively applicable to schools (M=4.23). Ethical
leadership involves leading in a manner that respects the rights and dignity of others; leaders who
are ethical are people-oriented. It is of great importance that the respondents expressed that the skill
acquired with regard to this item could be applied in their workplace.

It is worth discussing here s one of the lowest scores – the item of ‘marketing school education’
(M=3.87). In the era of globalisation, the Hong Kong government proclaimed education to be one
of the six important industries and a new driver for Hong Kong’s economic growth (Tsang 2009).
In the school sector, with the aim of promoting ‘flexibility’, ‘choice’, ‘diversity’ and ‘innovation’,
the EDB has introduced the Direct Subsidy Scheme (DSS) to subsidise private schools that have
attained sufficient educational standards, and since 1991 has let parents have a wider choice for
their children’s education (Chan & Tan 2008). There were 71 DSS schools in Hong Kong as of
September 2008 (Education Bureau 2008). Presumably, the notion of DSS is based on the concept
of a market mechanism conducive to inter-school competition, and thus induces schools to offer
a diversified curriculum in line with parents’ aspirations and to innovate teaching and learning
approaches, thereby enhancing the quality of education. Nevertheless, classroom teachers are not
used to applying the concepts of ‘competition’ or ‘marketing’ to education, and neither are our
respondents.
According to the empirical findings, the respondents seemed to find the leadership capacity
acquired in the area of ‘learning, teaching and curriculum’ (GS=4.06) relatively difficult to apply in
today’s educational environment. This is due to the fact that a new secondary school curriculum
system has been implemented in Hong Kong, which marked the end of the British education
system whereby students studied the advanced level for two years in the secondary sector and
spent another three years in university education. In contrast, students now spend three years in
senior secondary education and four years in tertiary education. Teachers and school administrators
have come across difficulties and feel frustrated in such a transition period. They are facing the
challenges of the educational innovations of assessment for learning and small-class teaching in
the classroom. In addition, the combination of subjects of secondary school curriculum for public
examinations has changed. In times of curriculum reform, it is understandable that the respondents
perceived what they had learnt about leadership skills in the programme to be less applicable.

In the core leadership area of ‘teacher professional grow and development’ (GS=4.15), the
respondents generally found the leadership capacities acquired in the items ‘the strategy of
teachers’ professional development’, ‘developing learning organisation’ and ‘legal issues in school
administration’ to be relatively useful in schools. Since the introduction of the teachers’ competency
framework by the Advisory Committee on Teacher Education and Qualification (2003, 2008)
every school principal has already had a thorough plan for teachers’ professional development in
order to provide them with opportunities to upgrade themselves and to nurture them to become
successors for middle management positions. Nevertheless, the respondents did not agree that it is
easy to apply the acquired leadership capacity of ‘implementing inclusive education’ to classroom
teaching (M=3.78).
Though teaching professionals in Hong Kong have felt pressure from conducting the self- and
external evaluations required by the EDB since 2003, which are aimed at ensuring schools’
accountability and quality assurance, the respondents found what they had been equipped with
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regarding the capacities for self- and external evaluation (M=4.19) to be relatively applicable to
their management positions. Formulating school plans, setting priorities for various school
objectives, preparing annual school reports and regularly assessing environmental changes are
the key elements of school evaluation; they are now becoming the school leaders’ routine tasks.
The curriculum leaders believe that a school should base its strategic planning on those comments
received from external school reviews conducted by the EDB (Yeung 2012).

It is also worth noting that many respondents found the acquired leadership capacity of involving
parent and community resources in school education (M=4.11) to be less useful. It is true that since
school-based management was implemented in Hong Kong in 2000, parents have started to play
significant roles at various levels of their children’s school education. However, many teachers are
not psychologically prepared to work collaboratively with parents (Ng 2003). They are constrained
by the lack of necessary capacities in involving parents and of resource support from the school
management (Ng 2004). There are cases of value conflicts in school-based management among
parents, teachers and principals (Ng 2007). Nowadays, parents are treated as invaluable resources
and partners for teaching professionals (Epstein 2010).

On the other hand, this study confirmed that respondents found the acquired leadership skills
of ‘working with mass media’ (M=4.28) to be applicable in the school context. There are many
incidents such as students fighting, harassment, corporal punishment and truancy taking place
in schools these days, and the respondents were aware of the procedures for handling these cases
when dealing with the mass media. The accumulated experience and the workshop offered in the
programme might help respondents to effectively manage and resolve these challenging issues. In
this regard, school leaders need to be equipped with interpersonal and problem-solving skills to
improve their capability to communicate with parents, staff and external organisations. However,
it is clear that the respondents found the leadership capacity relating to making use of community
resources (M=3.87) least applicable. This is probably because they have not been reminded of the
effectiveness of community involvement in school education.
The views of the respondents mentioned above are, to a certain extent, relevant and similar to
those of the principals in Pang’s (2007) study in which Hong Kong principals considered ‘effective
communication and decision-making’ as the most important topic to be included in the preservice principal training programme, followed by ‘educational administration and management’,
‘management and resolution of conflicts’, ‘management of human resources’ and ‘contemporary
educational leadership’.
In general, leadership is a difficult and challenging task. Given the complexity of exercising of
leadership capabilities effectively in the context of school-based management, where power is
decentralised and where the roles and responsibilities of the principal are evolving in times of
educational reform in Hong Kong, the respondents expressed their concern over the applicability
of leadership capacities in the areas of ‘staff and resources management’ and ‘learning, teaching
and curriculum’ to their positions in the workplace. Though most of the respondents were senior
and experienced teachers, they still felt that a portion of the leadership capacities acquired in the
programme were less applicable because they were tied up with daily school curriculum and
administrative duties. Perhaps the content of these areas of instruction needs to be revised so as
to reflect the real school situation and meet the needs of APs and NAPs. It is also important to
develop team spirit and encourage team effort to manage a school based on the notion of shared
leadership or distributed leadership, as reiterated by Harris & Spillane (2008). Thus, it is significant
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that the respondents possessed a deep belief in employing the notion of distributed leadership and
democratic leadership in the school organisation.

Conclusion and Policy Implications

School principals are crucial players in educational change and reform (Starr 2011 ). The support
and development of principals in the education field of education is challenging, but can offer
rewards (Eller 2010). The perceptions of these 188 respondents provide us with significant
implications for the redesign of existing programmes for APs and NAPs. Although the sample size
was small, the findings reflecting the professional development needs of aspiring principals could
help policy-makers and course providers to improve the quality of training programmes preparing
future school leaders. This may help achieve their aim f or sustainable self-development and school
improvement.

The findings will also provide constructive guidance for SSBs to develop their plan for school
leadership successors, as many current principals are reaching the age of retirement. Many of the
highly qualified senior teachers lack the incentive to apply for the post of principal (Cocklin &
Wilkinson 2011). In one study, a primary criticism of both pre- and in-service principal training
programmes is that they provide no mechanism to link theory to practice in a real world setting
(Darling-Hammond et al. 2007). It is therefore of paramount importance for the SSBs and the
principals to offer vice-principals the opportunity of on-the-job training as well as off-the-job
development programmes in the workplace (Kwan 2009). To link theory with practice, Ng (2013)
also found that APs perceived on-the-job training and sharing with experienced principals and
school governors to be as effective as attending training programmes.
In summary, to improve school leadership preparation practices, the relevant education
organisations could provide formal and informal support for new leaders, since they will attempt
to put what they have learnt on the training programme into practice through action learning
or action research projects. Consequently, schools will continue to progress and develop in a
sustainable due tp a well-planned principal succession scheme being in place (Bush 2011).
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Refocusing Teacher Education for
Nigeria’s National Development:
Issues and Policies for Implementation
Oyaziwo Aluede and Philipa O. Idogho

Abstract: Teacher training and the competencies of teachers in terms of instructional delivery are now coming
under very serious scrutiny because of the quality of students being turned out from Nigerian schools. This
paper, therefore, is part of the efforts to find answers to the nagging question: Where did we get things wrong?
In an effort to resolve this problem, the paper examines the rationale for teacher education in Nigeria and the
challenges that teacher education faces in Nigeria, which include poor access to quality teacher education;
the problem of teacher quality and teacher competence; the absence of a professional regulatory body; and a
curriculum disconnect between teacher education institutes and institutes of basic education and beyond.
The paper recommends that if teacher education is to be refocused for Nigeria’s national development, the
following policies should be implemented: the establishment of a teacher certification and licensing process;
the regulation of the practice of teaching; the establishment of a board for the regulation of teacher education
programmes; a revision of teacher education programmes; the implementation of the National Policy on
Education as regards internship; compulsory continuing professional development for teachers; and the
establishment of a professional teachers association.

Introduction

Teaching can be thought of as the systematic presentation of facts, ideas, skills and techniques to
pupils/students or any leader. It is any interpersonal influence aimed at changing the ways in
which other persons can or will behave. Teaching also is a means of guiding students in securing
the amount and quality of their experience, which will promote the optimum development of their
potentials as human beings. This means that teaching can be conceived of both as a ‘science’ and an
‘art’. It is an ‘art’ because it involves personal style and is developed largely through practice under
a master guide; it is science because it helps to impart through academic study ( Imogie 1999).

The major objective of teaching is to bring about change, which means to produce good and useful
citizens in society; hence, the importance of teaching lies in the fact that it is a process whereby the
various educational programmes are formulated into actions at the classroom level (Imogie 1999).
Teaching as a process can make or mar a nation in terms of sociopolitical, economic, cultural and
physical development. In Nigeria, therefore, the quality of teaching at all levels has to be oriented
towards inculcating the following values:
a.

respect for the worth and dignity of the individual;
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b.

faith in man’s ability to make rational decisions;

d.

shared responsibility for the common good of society;

c.

e.
f.

moral and spiritual principles in interpersonal and human relations;
promotion of the physical, emotional and psychological development of all children;
and
acquisition of competencies necessary for self-reliance (Federal Republic of Nigeria
2004).

It is an indisputable fact that the teacher matters in instructional delivery at all levels of our
education system, as the teacher is the individual vested with the responsibility of imparting
knowledge to the learner (Aluede 2009). The teacher is the one that teaches the subject matter to
the learner. Also, the teacher is the agent through which the goal of educating a citizen or nation
is achieved. Therefore the relevance of the teacher in achieving social change in a nation cannot be
over emphasised. Thus, teachers are the only ones that can help their nation attain its dreams and
aspiration, as no education system, and by extension no entire nation, can rise above the quality of
its teachers (Federal Republic of Nigeria 2004).

The quality of teachers turned out in our teacher training institutions has become a major
concern to all stakeholders in both educational and non-educational sectors of Nigeria. Startling
evidence is found in the recent interaction between Governor Adams Oshiomole of Edo State
and one of his primary school teachers. The encounter offered the country classic evidence of the
collapse of educational foundations through an astounding literacy drama. The teacher, a female
primary school teacher for 20 years, was unable to read her declaration of age affidavit. Even when
the governor prompted her by reading the text and asked her to repeat it after him, she stuttered.
This drama is most shameful, and is also a serious indictment of the training, recruitment and
supervision of teachers, perhaps in our educational system (The Punch 2013).
Edo State is not alone is this scandal. In February 2013, the Kaduna State Commissioner of
Education, Alhaji Usman Mohammed, stated at an education summit that 1,300 out of the state’s
1,599 teachers had failed arithmetic and basic literacy tests. He further noted that the 1,300 teachers
scored below 25 per cent in the subjects. Similarly, in Kwara State in 2008, 259 teachers (among them
university graduates) failed a test meant for primary four pupils, while 16,000 teachers in Ekiti
State (both primary and secondary) shunned a competence test that Governor Kayode Fayemi set
for them in June 2012 because of the perceived weaknesses in the instructional delivery of teachers
(The Punch 2013).
The preceding examples obviously epitomise the systemic failure of teacher education in Nigeria.
The question that preoccupies every stakeholder in the education sector is: Where did we get things
wrong? In this paper, therefore, an attempt will be made to review the rationale for teacher education
in Nigeria, examine the challenges of teacher education in Nigeria, and make projections on how
teacher education can be refocused for optional productivity and overall national development.

The Meaning of Teacher Education in Nigeria

Teacher education is the component of any education system charged with the education and
training of teachers to acquire competencies and skills for teaching in order to improve the quality of
the school system (Afe 2006). Teacher education is therefore the provision of professional education
and specialised training within a specified period of the preparation of individuals who intend to
develop and nurture young ones into responsible and productive citizens (Buari 2011).
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Teacher education is often divided into three stages:
1.
2.
3.

Initial teacher education and training (a pre-service course before entering the
classroom as a fully responsible teacher)

Induction (the process of providing training and support during the first few years of
teaching or the first year in a particular school)

Teacher development or continuing professional development (CPD) (an in-service
process for practising teachers) (Kpangban 2013)

Generally, teacher education could refer to the exposure of learners to a body of knowledge, policies
and procedures designed to equip prospective teachers with the knowledge, attitudes, behaviours
and skills they require to perform their tasks effectively in the classroom, the school and the wider
community (Kpangban 2013). Thus, this definition points to the development of each person who,
by interest or otherwise, finds themselves in the field of transmitting to other person(s) (Wikipedia
2007, as cited in Durosaro, Oduwaiye, Sofoluwe & Kayode 2012).

Rationale for Teacher Education in Nigeria

Since no education system can rise above the quality of its teachers, teacher education will continue
to be given major emphasis in all educational planning and development (Federal Republic of
Nigeria 2004). Thus, the goals of teacher education should be to:
a.

b.
c.

d.
e.

produce highly motivated, conscientious and efficient classroom teachers for all
levels of our educational system
encourage further the spirit of enquiry and creativity in teachers

help teachers to fit into social life of the community and the society at large and
enhance their commitment to national goals
provide teachers with the intellectual and professional background adequate for
their assignment and make them adaptable to changing situations
enhance teachers’ commitment to the teaching profession.

Challenges to Teacher Education in Nigeria

Teacher education in Nigeria faces many challenges, some of which are described below.

Access to Quality Teacher Education
In realisation of the fact that unequal access to educational opportunities is one of the strongest
correlates of social inequality, the Federal Government of Nigeria has embarked on a massive
expansion of access to basic education. The 1999 Universal Basic Education Scheme is aimed
at making basic education accessible to all Nigerian children of school age, irrespective of their
social, economic, cultural or geographical background. As expected, this expansion has also led
to an expansion in the number of secondary and tertiary institutions, including teacher education
institutions, in the country (Akinbote 2007).
Now that the Nigeria Certificate of Education (NCE) has become the minimum teaching
qualification, it is expected that no teacher will possess any teaching qualification lower than the
NCE. In order to achieve this, the number of colleges of education has risen from only six in 1976 to
over 72. The National Teachers’ Institute has also been upgrading Grade II teachers to become NCE
holders. All these efforts have led to the mass production of NCE teachers through non-regular
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(part-time or sandwich) programmes in our colleges of education to meet the new demands from
our primary and secondary schools. In the case of senior secondary school teachers and those at the
basic level that aspire for managerial positions, it has also led to the mass production of university
graduates in education through distance learning, part-time or sandwich programmes. One could
therefore conclude that Nigeria may have sacrificed quality for quantity in its desire to meet the
new regulations of having NCE as a minimum teaching qualification and also to mass produce
NCE teachers to fill existing vacancies in its schools.

Teacher Quality
Nearly 80,000 teachers are produced annually in Nigeria. How many of these professional teachers
are followed up on to verify their competencies in their various schools and colleges (Okonkwo &
Udeze 2012)? As rightly observed by Afe (2006), teacher education has been deficient in providing
teachers with the intellectual and professional backgrounds required for their assignment in society.
The problem of teacher quality in Nigeria is aptly captured by Okebukola (2012), who reported
that in a recent national survey on teacher quality, education graduates exhibited the following
weaknesses:
1.

shallow subject matter knowledge, i.e. poor knowledge of their teaching subjects

3.

poor classroom management and control

2.
4.
5.
6.
7.
8.

inadequate exposure to teaching practices
poor computer literacy skills

inability to communicate effectively in English
lack of professionalism

lack of self-reliance and entrepreneurial skills
poor attitude to work.

Teacher Competence
Teacher education in Nigeria faces several problems: the absence of teaching-learning aids in
schools; the absence of professionally trained staff; no supervision/inspection of schools; poor
incentives for teachers; poor funding of schools; a lack of staff development programmes in most
schools and colleges; poor research facilities; and the admission of those who are not actually
interested in a teaching career (Buari 2011). Because of all these problems, Ukeje (1992, cited in
Buari 2011) cautioned teacher educators in Nigeria to ensure that they do not produce ‘dunces’ in
an effort to graduate as many teachers as possible, as each such ‘dunce’ is surely going to produce
thousands more ‘dunces’, which will be detrimental to the national development aspirations of the
Nigerian nation.

Furthermore, a more accurate measure of teacher competence in Nigeria’s educational setting could
be achieved by looking at the relative strengths of teachers and learners with respect to mastering
the curriculum contents. The results of a survey in which the Kaduna State Ministry of Education
administered the same tests of achievement at the basic education level to both practicing teachers
and their students showed that the mean scores of both teachers and students were below the
obtainable mean score . The result also showed no significant difference between the mean scores
of students and their teachers (Okpala 2013).
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Dearth of Qualified Teachers
As aptly observed by Okpala (2013), inadequate staffing, gender unevenness and low teacher
qualifications continue to be problems across states, with teacher-to-pupil ratios varying widely.
The 2006 school statistics show that states with very high enrolment figures have teacher-to-pupil
ratios as high as 1:100 (Akwa Ibom State) and 1:106 (Bayelsa State). With regards gender, female
teachers continue to dominate in terms of numbers in the southwest and southeast, while male
teachers dominate in the north. The implication is that for the northern states, where there are
more male than female teachers and enrolment for girls is lower, the lack of female teachers as role
models and mentors is cited as a demotivating factor against girls’ enrolment.
Okpala (2013) further observed that low teacher qualifications continue to pose a problem to
Nigeria’s national development. Out of a total of 534,794 teachers nationwide, 294,884 (54%) hold
the NCE, implying that slightly less than half are not qualified. The NCE, a three-year post secondary
education certificate, is the minimum qualification for teaching in Nigeria. Wide disparities also
exist among states, with some states employing secondary school leavers and Teacher Grade2
(TC2) certificate holders (which is no longer encouraged). Specifically, in Bauchi State, Ebonyi State
and Zamfara State only 35.3, 35.7, and 35.8 per cent of teachers are qualified, respectively (Okpala
2013).

Absence of a Professional Regulatory Board
In Nigeria, no regulatory board exists to regulate the training of teachers across all levels of our
education system. At present, the acquisition of a degree in education, whether at the NCE level or
in a faculty of education, entitles one to be addressed as a professional teacher. Furthermore, until
very recently, many of the colleges of education or universities producing these graduates may
not have gone through National Commission of Colleges of Education or National Universities
Commission accreditation exercises. Graduates of unaccredited programmes may not have
acquired the required competencies to function as professional teachers, but often still gain
employment as teachers in our school system.

Curriculum Disconnect betweenTeacher Education Institutes and Primary Schools
If the purpose of teacher education is largely the provision of professional education and specialised
training for the beneficiaries to acquire teaching competencies and skills to raise quality in the
school system (Afe 2006; Buari 2011), then the curriculum contents of most of our teacher education
programmes come into question.

In contrast to the NCE (Primary) programme, regular NCE programmes emphasise two subject
combinations or double majors and participants are therefore inadequately prepared to function
as teachers in the primary school system, which has a very robust curriculum with the following
core/compulsory subjects: English studies; one major Nigerian language (Hausa, Yoruba or Igbo);
mathematics; basic science and technology; social studies; civic education; cultural and creative
arts (CCA); religious studies (CRK/ IRK); physical and health education (PHE); and computer
studies. In addition, primary school pupils are expected to take at least one, but no more than
two, of the following elective subjects: agriculture; home economics; and the Arabic language. In
Primary 4, French is introduced as a core/compulsory subject (Nigerian Educational Research and
development Council 2007).
While most NCE programmes emphasise two-subject combinations or a double major, these
subjects may not be taught or may not be core/compulsory subjects at the basic level of education.
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Consider an NCE graduate who majored in French or music and is employed as a primary school
teacher – ask yourself what significant relevance a teacher with such a background has to imparting
knowledge to our primary school pupils, especially when a single teacher is usually appointed to
a particular class in most of our public primary schools and is then expected to teach the pupils all
the core/ compulsory subjects in the curriculum.

Refocusing Teacher Education for National Development: The Way
Forward
The present challenges faced by teacher education can be overcome if we adopt the following
proposals.

Establishment of a Teacher Certification and Licensing Process
Teacher certification is the process by which prospective teachers become certified and licensed
to teach within a given area after completing the required coursework, degrees, tests and other
specified criteria. While teacher licensure is used to assure quality in the teaching workforce, it is also
used to identify those candidates with the knowledge and skills deemed important for a beginning
practitioner (Wokocha 2013). To date, it is absent in Nigeria. The Teacher Registration Council of
Nigeria, the agency vested with the registration and regulation of the teaching profession, is yet to
commence the process.
We suggest that the Teacher Registration Council (TRCN) follow the example of the USA’s teacher
certification and licensing processes. In the USA, there are basic conditions for becoming certified as
a teacher: completion of a college degree in certain education courses; student teaching experience;
and the passing of an approved examination.

Regulation of the Practice of Teaching
The TRCN was established by TRCN Decree No. 31 of 1993 with the responsibility, among others,
of determining who becomes a teacher, determining what standard of knowledge and skills is to be
attained by persons seeking to become registered teachers under this decree (now TRCN Act CAP
T3 of 2004), raising those standards from time to time as circumstances may permit, and regulating
and controlling the teaching profession in all its forms.
Unfortunately, anybody can take up a teaching appointment in Nigeria. The alarm was recently
raised by Dr. Ahmed Modobibo, former Executive Secretary of the Universal Basic Education
Commission in Abuja, over the fact that in Sokoto State, for example, the proportion of unqualified
teachers is as high as 80 per cent (The Punch 2013); this must be a source of worry to every stakeholder
in education
If teacher education is to make any impact in Nigeria, it must learn from other professional bodies
in the country. The Medical and Dental Council of Nigeria, The Council of Legal Education and
Council for the Regulation of Engineers in Nigeria, for example, have played very significant roles
in regulating the practice of their professions; before anyone can practice any of these professions,
he/she must be duly licensed by their respective council. Outside of this certification, anybody
acting in that capacity is legally recognised as fraudulent .

Establishment of a Board for the Regulation of Teacher Education Programmes
Connected to the regulation of the practice of teaching, the institution of a board for the regulation
of teacher education programmes, in order to strengthen teacher education, is long overdue.
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Professional bodies in most sectors conduct accreditation exercises, with accreditation mandatory
for programmes if they are to continue to admit and graduate students. However, the only
accreditation exercises for teacher education programmes of any level in Nigeria are conducted
by the National Universities Commission (NUC) for bachelor’s degrees, the National Commission
for Colleges of Education (NCCE) for NCE programmes, and the National Board for Technical
Education (NBTE) for higher diplomas in teacher-education-related programmes. The TRCN must
consider upgrading its professional operations department to develop benchmarks for minimum
academic standards (BMAS) for the accreditation of NCE and BSc (Ed)/BA (Ed), BTech (Ed) or
BEd programmes at the colleges of education, institutes of education, polytechnics and faculties
of education in Nigerian universities. It is expected that this would complement the accreditation
exercises normally conducted by the respective commissions.

Revision of Teacher Education Programmes
The call to revise teacher education programmes is gradually gaining momentum. Many believe
that the period for training is highly limited. For example, Professor Peter Okebukola, former
Executive Secretary of National Universities Commission, believes strongly that education ought
to be taught as a postgraduate course, because combining the study of education with a teaching
subject has raised a crop of graduates who are grounded in neither education nor their teaching
subject (Nwokeocha 2011).
This opinion is similar to the assertion of the director of the Institute of Education at the University
of London in 2007 that most teacher education institutes in the UK are in favour of a policy that
would make teacher education a purely postgraduate course, so that individuals must first obtain a
degree and then obtain a postgraduate diploma in education. They opined that studying education
simultaneously with a teaching subject, as is the case in bachelor of education degrees, does not
give the candidates adequate grounding in either the teaching subject or the subject of education
(Nwokeocha 2013).
It may therefore be appropriate to suggest that teacher education programmes in universities be
made into five-year degree programmes, in which the fifth year can be devoted solely to studying
the science of teaching and the earlier four years solely to the study of teaching subjects.

More importantly, if the purpose of teacher education is the provision of professional education and
specialised training and the exposure of learners to a body of knowledge, policies and procedures
designed to equip prospective teachers with the knowledge, attitudes, behaviours and skills to
perform their tasks effectively in the classroom and the school (Buari 2011; Wikipedia 2007, as cited
in Durosaro et al. 2012), there is an urgent need to revisit the curricula of NCE programmes in
Nigeria to bring them in line with the contents of the basic education level curriculum.

Implementation of the National Policy on Education regarding Internship
Section 8, sub-section 78(c) of the National Policy on Education (Federal Republic of Nigeria 2004)
stipulates that ‘new qualified teachers shall serve a period of internship, one (1) year for degree
holders and two (2) years for NCE holders’. Unfortunately, nowhere in the country is this provision
adhered to.

Many have often misconstrued teaching practice exercises in teacher education as internships.
Teaching practice serves a different purpose and is not equatable with internship. Internship is a
period spent observing the school system in operation. Interns are also involved in school activities
including, for example, the management of classes, and observing the administrative system of
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the school, and a report is produced based on all the observations and activities undertaken by
the interns. In addition, supervisors are of course assigned to report on the activities of the interns
(Baikie 2002; Urevbu 2006).

We recommend that Section 8, sub-section 78(c) be strictly adhered to by the relevant government
agencies. Agencies should be cautioned that in the process of inducting newly qualified teachers as
carried out by the TRCN across the universities and colleges of education in Nigeria (immediately
after which, they are issued licenses as professional teachers), the provisions of Section 8, sub-section
78(c) must not under any circumstances be compromised. As a way forward, it may be appropriate
to recommend conducting the induction exercise only after the newly qualified teachers have gone
through the mandatory internship programme.

Compulsory Continuing Professional Development for Teachers
As Durosaro (2006) rightly observed, we are in an era of globalisation. Teachers of the future
therefore need to be trained and retrained in information communication technology (ICT). For
future teachers to have currency and to operate effectively and efficiently, they must imbibe the
new technologies and methodologies of the advanced countries of the world (Durosaro 2006).
Similarly, Afe (2006) notes that the education of teachers can never stop because advances in
research or knowledge of the world in which we live, and the fundamental principles of various
subjects taught or how young people live and learn, will be ongoing. This can be achieved through
continuing professional development.
Continuing professional development is the systematic maintenance, improvement and
broadening of knowledge and skills and the development of personal qualities necessary for
the execution of professionals’ working lives (CIS 1992, as cited in Wokocha 2013). Maintaining
competency, keeping teachers abreast of the latest innovations in the profession and avoiding the
law of diminishing returns that could creep in without ongoing training are the basic objectives of
continuous professional development.

This can be achieved effectively through the establishment of professional renewal centres (Afe
2006). These centres are expected to provide learning opportunities, on a continuous basis, that
should meet the academic, professional and social needs of teachers in their quest for professional
renewal and excellence. The centres, which should be of a multidimensional nature, could serve as
an alternative approach from in-service education of teachers for all levels of our education system,
and should be established at the national, state and local levels (Afe 2006).
With continuous professional development, teachers would have ample opportunity to be
informed about new innovations in the art of teaching.

Establishment of a Nigerian Teachers’ Association
The importance of a virile professional body in guiding the professional image and status of
practitioners cannot be over emphasised (Afe 2006). The Nigerian Medical Association (NMA), the
Nigerian Bar Association (NBA), and the Association of Medical Laboratory Sciences of Nigeria
(AMLSN), for example, have their own professional regulatory bodies, i.e. councils that regulate
the practice in their respective professions . These bodies jealously guard against the dilution of
standards and ensure strict adherence to the legal instruments setting up the relevant councils.
The Nigerian Union of Teachers (NUT) is more of a trade union that makes demands for the better
welfare of its members. The NUT used to be a union for all primary and secondary school teachers
solely in the public schools, and does not even cover teachers in private schools. Today, most
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teachers in public secondary schools have left to form their own association –Academic Staff Union
of Secondary Schools. More worrisome is the fact that lecturers in the colleges of education and
their counterparts in the faculties of education and the institutes of education are excluded from
membership of the NUT.
If teacher education is to be taken seriously in Nigeria, the establishment of a Nigerian Teachers
Association is hereby advocated. This association would be expected to cover all categories of
teachers (at the primary, secondary and tertiary levels) in both public and private institutions,
and would be expected to partner with the Teachers Registration Council of Nigeria in setting the
necessary machineries in motion for the regulation of the practice of teaching. As it is common
knowledge in Nigeria, most regulatory bodies are subsets of their professional associations, and at
present, anybody can assume the position of teacher.

Revision of Teacher Education Programmes Curriculum Contents
A disconnect between the contents of teacher education programmes curricula and those of basic
and secondary schools has long been identified. As a result of this identified disconnect, Kpangban
(2013) advocated that more attention be paid to the following curriculum offerings in our teacher
preparation institutions:
1.

civic and moral education

3.

information and communication technology

2.
4.
5.
6.

use of English
agriculture

peace and conflict resolution
entrepreneurial education.

Kpangban (2013) further remarked that these courses should not be taught in the manner of
general studies courses as prescribed by the National Universities Commissions (2007) because of
the problems inherent in how these courses are taught. Rather, the courses classified here should be
based in their actual departments and integrated into the respective teacher education programmes.

Revision of Teacher Education Curriculum Contents
Beyond the courses that students take in education – which include principles and practice of
education, foundations of education, theories of learning, teaching practice, general studies,
research methods and supervised long essays, and those of their specialised subject area – there is a
need to review the current education curriculum to ensure teachers are exposed to all the required
courses in education to make them competent professionals (Durosaro et al. 2012). Consequently,
there is a great need to revise the curriculum to include some specific areas, including include
language skills, numeric skills, ICT skills, as well as population studies, HIV/AIDS, children’s
rights and environmental education. These areas are required in modern teaching in order to
improve teachers’ capacity to communicate and to be able to provide the necessary guidance to
their students and the local community.

Conclusion

Teacher education can play a formidable role in Nigeria’s national development if compulsory
professional development, the licensing and certification of teachers, and improvements in teacher
quality/competence are implemented.
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