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Abstract

If the school leaders and leadership are crucially important, it is a deep concern
how they professionally develop to perform their roles (Crow et al, 2008) and
what their professional development (PD) needs are. This emphasises the need
for well-designed PD training for school leaders to develop the required PD
skills and facilitate their PD needs. In line with this idea, this thesis examines
the PD needs of novice principals with reference to the Sri Lankan context. This
study analyses how the PD needs of novice principals were addressed through
two training programmes offered by the Ministry of Education in collaboration
with the National Institute of Education, Sri Lanka. Among the two trainings,
induction training has been offered for more than 20 years without any policy-
level initiatives at the initial leadership role of the novice principals. In contrast,
the Basic Principals Programme (BPP), a continuing PD training programme for
novice principals who are serving leaders, was introduced by the National
Competency Framework for School Leadership and Management (NCFSLM)
and is a new policy initiative with international support.

As the study focuses on understanding the lived experience of study
participants, the study was conducted as a phenomenological study as it
provides the opportunity to understand and describe the subjective experiences
and perspectives of stakeholders on the PD needs and offered training
programmes. Data collected through qualitative interviews were corroborated
with documentary analysis, and the data were analysed and presented
thematically, for better understanding of subjective information of the novice
principals towards PD needs and received training.

The key finding of this study is that the PD needs of the novice principals were
person-centred, to begin with, and focused on developing themselves as
leaders and enhancing leadership skills to lead others. In contrast, as serving
leaders, they identified the development of their leadership competencies as a
requirement to lead others effectively. In other words, there was a shift from
focusing on self-centred human capital to extending relationships as social
capital. The novice principals’ PD needs were embedded within four underlying
concepts: a) leader and leadership development; b) soft skills and hard skills, c)
intrapersonal and interpersonal skills, and d) human capital and social capital,
which are complex and interconnected.

The findings also illustrated that the induction training focused on developing
the self of a novice as a leader with a range of soft skills rather than hard skills.
The soft skill development included intra and inter-personal skills that helped

them to effectively navigate various challenges in their initial leadership roles. In
\Y



contrast, continuing PD training (BPP) aims to develop competencies in
facilitating the PD needs of serving leaders. These are task-oriented and
centred around specific skills. Thus, data does not support the idea that BPP
facilitated serving leaders to meet their PD needs. The delays in offering the
programmes due to the impact of COVID-19, influenced by administrative
circumstances, were identified as reasons for the failure to address the PD
needs of novice principals.

The thesis concludes by presenting a set of recommendations for national-level
policymakers. These recommendations include conducting a needs survey
before initiating training programmes, standardising the offered training
according to the NCFSLM, and implementing measures to ensure quality and
consistency. This involves ongoing training and updates for administrative
offices and trainers.



Table of Contents

ACKNOWIEAGEMENTS ..o I
N 1] 1 =T o3 PRSPPI 1\
Table Of CONTENTS ... Vi
LISt Of fIQUIES wueeiiie e e e e e e e e e eeeanns X
LISt Of tADIES e Xi
List Of @bbreviationS ... Xii
Chapter 1 INtrodUCHiON ....ccooiiiiiii e e 1
1.1 Focus and significance of the study. .........ccccccvvviiiiiiiiiiiiiiiiieeee 1
1.2 The aim Of the StUAY ......oooeeeiieee e 3
1.3 Research QUESLIONS ..........oiiiiiiiiiieceeec e 4
1.4 Definitions Of KeY terMS.......cooviiiiiiiiiiiiiiiiiieeeeeeeeeeeeeeee e 4
1.4.1 Novice Principal / Novice PrincipalS...........cccccccvieiiiiieeeieeeeiiinn, 4

1.4.2 INdUCLION traiNiNg........cvvviiiei e e 5

1.4.3 Professional development...........coooooiiiiii 5

1.4.4 StakenOolders.......ccooeei i, 6

1.5 My interest and EXPEIENCE ..........uuuiiiiee e e e e eeaaans 6
1.6 TRESIS OVEIVIEW ... e et e ettt e e e e e e e e e eeeaan s e e e e e e eeennnes 7
Chapter 2 The CONtEXT. ..o e 9
P20 I [ 01 o To 11 Tox 1 o] o S 9
2.2 The Sri Lankan SChool SYSIEM ..........uuiiiiiiiiiiiiiiiiiiiiiiiiiiie 9
2.3 The principal's key role within the Sri Lankan education system ...... 11
2.4 The problems related to school principals in Sri Lanka..................... 12
2.5 Policy initiatives in the CONEXt .............uuuuiiiiiiiiiiiiiiiiiiiiiiiee 15
2.6 The reSearCh fOCUS ...........uuuuuiiiiiiiiiiiiiiiiieiiiiii e 17
2.7 Chapter SUMIMATY .....cceiiiiieeeeiiee e e e e e e e e e eaaans 19
Chapter 3 Literature REVIEW..........uuuuuiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiieeeeeaeeeieanees 20
G 200 g 0T (U Tod 1 o] o [T RURPPPPPPN 20
3.2 Conceptual cocktail mix in leadership training ..........ccccooeevviiiieeennnnn. 21
3.2.1 Leader development to leadership development ...................... 21

3.2.2 Soft skills and hard skills development ..........ccccooooviiiiieiiiinnnnnn. 22

3.2.3 Intrapersonal and interpersonal skills............ccccoooovviiiiiiniinnnnnn. 24

3.2.4 Human capital and social capital .................eeuviiviiiiiiiiiiiiiiiiinnn. 26

3.3 Importance of training in professional development for novice
PINCIPAIS ... e e e e e e e et e e e e e e eenaees 27

Vi



3.3.1 Professional development training in the initial leadership role.27

3.3.2 Professional development training for serving leaders.............. 29
3.4 Introduction of leadership standards as a benchmark....................... 31
3.4.1 Vision, mission, and core ValuesS............cceevviiiiiiiiiiiieieeeeeaan, 33
3.4.2 Curriculum, instruction, and asSesSSMeNt ..............uvvvvvvevevvnnnnnnns 35
3.4.3 Organisational management and development ........................ 37
3.4.4 Professional advanCcement...........ooooovvvvieiiiiiiiniee e 40
3.5 Theory and practice of school leadership development.................... 41
35,1 PUIMPOSES. ... 42
3.5.2 FramMeE@WOTIK .......couuueiiiiee e et e e e e e e e e 44
B.5.3 CONEXL ..o 45
.54 DEIIVEIY ... 46
3.5.5 Operational fEAtUreS. .............uuurrumiiiiiiiiiiiiiiiiiiieeeaees 48
3.6 Professional development needs of novice principals....................... 50
3.6.1 Professional development needs of novice principals -
International CONtEXL.........covvvviiiiiii e 50

3.6.2 Professional development needs of novice principals — Sri
Lankan CONTEXL........uuiiieeeiiiiiiiiiiiiee e 52

3.7 Gaps in the literature and opportunities for the present study........... 54
3.8 Chapter summary: The conceptual framework ..............ccccooeeeeiiin. 56
Chapter 4 Methodology ....ccoovveiiiiiiiiee e 59
2 g I | 11 o o 11 o 1) 1R ST 59
4.2 Research aims and qUESLIONS............ccuuuiiiiiieeiiieeeee e 59
4.3 MY WOTIAVIEW ....ovviiiiie e 60
4.4 RESEAICN deSIgN ....uuuiiiiiiiiiiiiiiiiii i 61
4.5 The study SAMPIE.......ccciiiiieiie e 62
4.5.1 The partiCipants .........coieeiiiiii e 62
4.5.2 Access, selection and recruitment ...........coooeevvvveevviiiineeeeeeeeeennns 66
4.6 The RESEAICN PrOCESS ... .cciiiiieeeieiiie e 70
4.6.1 Phase | — PlOtiNG ........oiiiiiiiii e 71
4.6.2 Phase Il — Documentary analysis............cccccuuuummmmimimiimmiiniiiinnn. 73
4.6.3 Phase Il — INtervieWiNg.......ccocoevuuiiiiiiiii e 76
4.6.4 Phase IV — Data analysiS.........ccccoeveeiiiiiiiiiiiiis e 79
4.7 RESEAICH RIQOU ... .uuiiiiiiiiiiiiiiiiiiiiiiiiii e 81
4.8 RESEAICN EthICS.....oiiiiiiiiiiiiii e 83
A.8.1 ANONYMILY .ottt e e e e e eeeeaa e e e e e eeeenees 84

Vii



4.8.2 Confidentiality ........ccooiiiiiiiiiiii e 84

4.8.3 INfOrmMed CONSENT ......uuuuiiiiiiiiiiiiiiiiiiiiiiiiiiii e 84

4.8.4 DAta SIOMAgE ...evuieiiiieiiiieeeie et 85

4.9 Chapter SUMIMAIY .........uuuuuiiiiiiiiiiiiiiiieiiiiieeeieeeeaeene e neeneeeaenee 85
Chapter 5 Findings on Professional Development Needs & Challenges
in Leadership Transition - Novice Principals' Perspectives.......... 86

S0 g 0T (U Tox 1 o] o RPN 86
5.2 Professional development needs of novice principals....................... 86

5.2.1 Professional development needs of novice principals in their
initial leadership role ... 86

5.2.2 Professional development needs of novice principals as serving
== o [T T 95

5.3 Meeting the professional development needs of novice principals. 103

5.3.1 Adequacy of induction training for initial leadership role ......... 103
5.3.2 Adequacy of BPP for serving leaders .............cccevvvvvvvvcenneennn. 108
5.4 Perceived challenges by novice principals............cccccuveveiiiiiiinnnnnns 112

5.4.1 Challenges perceived by novice principals in their initial
leadership role..........ooi 112

5.4.2 Challenges faced by the novice principals as serving leaders.119

5.5 Factors that effect in preparing novice leaders. ............cccooeeeeeeeens 123
5.5.1 Enabling factors of associated with provided training. ............ 124
5.5.2 Hindering factors associated with training provided. ............... 129

5.6 Chapter SUMMAIY ......cooeieeiiieiiiiiieee e e e e e e e e e e e e eeanens 138

Chapter 6 Findings on Novice Principals’ Professional Development
Needs & Offered Training- Administrator & Trainer Perspectives

.......................................................................................................... 139
LG I o1 o o 11 Tox 1 o] o S 139
6.2 Administrators’ and trainers’ perspectives on the professional

development needs of novice principals -..........ccocovvviiiiiiiiiiieeeenns 139

6.2.1 Training needs of novices in their initial leadership roles........ 139

6.2.2 Training needs of novices as serving leaders. .........cccccceeeeee.. 143
6.3 Meeting the professional development needs...........cccccoeeveviviieenns 146

6.3.1 Adequacy of induction trainiNg..........ccccevvviiiieeiiiiie e, 146

6.3.2 Adequacy of BPP for serving leaders ...........ccccoeeveeeveveeennnnnnnn. 150
6.4 Perceived challenges when offering the training...............cccccoooc. 153

6.4.1 Challenges faced at the induction training. ............ccccceeeeeeennn. 153

6.4.2 Challenges faced during the BPP. .........ccoovvviiiiiiiiiiiieeeen, 155
6.5 Enabling and hindering factors in the training .............cccccooveiiiieen. 156

viii



6.5.1 Enabling factors associated with training programmes. .......... 156

6.5.2 Hindering factors associated with training programmes.......... 166

6.6 Chapter SUMMAIY ......coiieeeiiieeeiiiie e e e e e e e e e e e e e e eeaas e e e e e e eeennes 173
Chapter 7 Professional Development Needs of Novice Principals:
DISCUSSION e 174

4% T 1 (o o 15 ox 1 o] o S 174
7.2 Conceptual mix in professional development training ..................... 176
7.3 Professional development Needs..............uveeiiiieiiiivciiiiciii e, 180
7.4 Developing skills and competencies ..........cceevvveeeeiiieiiiiiiieeeeeeeeeeins 183
7.5 Programme eSIgN........uuuuuuuuuiiiiiiiiiiiiiieiiiieiieiinieeeeeeeeeeeeeeeeeeeeeeneneeee 185
7.6 Programme deliVEIY ........ccooiviiiiiiii e 186
7.7 Assessment and evaluation of novice principals as trainees .......... 188
7.8 Conceptual MiX iN PracCliCe..........uuuuuumeuiuiiiiiiiiiiiiiiiiiieiieieeeieeeeeeeeees 190
7.9 Chapter SUMMANY ......oiiieeeeeeeeiiiiiee e e e e e e e e e e e e e e e e e e e e e e eeenens 193
Chapter 8 CONCIUSION ......coiiiiieee e e 194
S 00 1 0 o (U Tox 1 o] o SRR 194
8.2 Main arguments of the Study............ccooriiiiiiiii e, 194
8.3 Addressing the research QUESLIONS.............ccceiviieeiiiiiiiicie e, 197
8.4 Contribution Of the STUAY ...........uviiiiiiiiiiiiiiiiis 199
8.5 ReCOMMENALIONS ......uuvvviiiiiiiiiiiiiiiiiiiiiiiiibbei i enaeneeees 201
8.6 Limitations of the Study ............uuiiiiiiiiii e, 203
8.7 Further research areas .............coeiiiii i 204
8.8 Reflections and way forward.............cccoovviiiiiiieiiiiece e, 205
REIBIENCES ... 207
APPENAICES ..o 225
Appendix 1 Content of Module | — Leadership Capacity Building............... 226
Appendix 2 Content of Module Il — Management and Administrative
DEVEIOPMENT ... 227
Appendix 3 Competency Standards..........ccoooevviiiiiiiiiiiinee e, 228
Appendix 4 Participant Information Sheet...............cccooeiv i, 234
Appendix 5 Participant Consent FOrM .........cccccviiiiiiiiiiiiiiiiieeeeeeeeeeeee 238
Appendix 6 Approval from MOE ..., 240
Appendix 7 Ethics Committee Approval..........cccccoviviiiiiiiieiiiieeei e, 241
Appendix 8 Transcribed DOCUMENT..........ccooviiiiiiiiiiiiiiieeeeeeeeeeeeee 243
Appendix 9 Translated DOCUMENT...........ccuiiiiiiiiiiieeeee e 244



List of figures

Figure 2.1 National Competency Framework for School Leadership and

Management in Sri LanKa...........eeoiiiiiiiiiiiiiiiisee e 16
Figure 3.1 Interpersonal skills performed by school leaders. ....................... 25
Figure 3.2 Conceptual framework on professional development training

provided for the novice princCipals. .........ccceeeiiiie i, 58
Figure 5.1 Session on interpersonal skill development.............cccoooeeeeee. 105
Figure 5.2 Comptency domains, areas and standards...........ccccccccevvveeeeenn. 129
Figure 6.1 Extract of the summary of competency domain 4 ...................... 152
Figure 6. 2 Assessment rubric — on curriculum implementation................. 152
Figure 6. 3 Unit content —module ... 157
Figure 6. 4 Lesson delivery plan —module | ................coooviiiiiiiiiieeeeeeenn, 158
Figure 6. 5 Assessment rubric — on physical wellness..........ccccccccvvvveeeennen. 162
Figure 6. 6 Modules offered - BPP..........cccccvviiiiiiiiiiiiiiiieeeeeeeeeeeee 163

Figure 7.1 Conceptual mix in professional development needs in leadership
L0= 11011 o PSPPI 178

Figure 7. 2 Integration of conceptual mix into leadership preparation........ 191



List of tables

Table 2.1 Classification of Schools in SriLanka ...........ccccoovviiiiiiiiiiiiiii, 9
Table 3.1 Professional Standards for school leaders in the 21st century.....34

Table 3.2- Features of the provided PD training programmes ..................... 42
Table 4.1 Personal details of national level administrative officers .............. 63
Table 4.2 Personal details of provincial administrators and trainers ............ 64
Table 4.3 Personal details of principals selected from the WP .................... 65
Table 4.4 Personal details of principals selected from NCP ........................ 66
Table 4.5 Changes in the conduct of research............ccccoovviiiiiiiiiiiiin e, 71
Table 4.6 Documents received relevant to the PD training .......................... 74
Table 4.7 Themes generated from data..............ccooevvvviiiii e, 80

Xi



List of abbreviations

ADB- Asian Development Bank
BPP- Basic Principalship Programme
ESA- Education Services Australia
MoE- Ministry of Education

NCFSLM- National Competency Framework for School Leadership and
Management

NCP- North Central Province

NIE- National Institute of Education, Sri Lanka

NIE - National Institute of Education, Singapore

NPBEA- National Policy Board for Educational Administration

NUEPA- National University of Educational Planning and Administration
OUSL- Open University of Sri Lanka

PD- Professional Development

PDoE- Provincial Department of Education

SL- Sri Lanka
SLAS- Sri Lanka Administrative Service
SLPS- Sri Lanka Principal Service

WB- World Bank

WP- Western Province

Xii



Chapter 1 Introduction

1.1 Focus and significance of the study.

The primary focus of this research revolves around a comprehensive analysis of
how the professional development (PD) needs of novice principals were
addressed through the PD training programmes offered by the Ministry of
Education (MoE) together with the National Institute of Education (NIE) in Sri
Lanka (SL). Within the past years, induction training was conducted when the
MoE recruited a new cohort of novice principals. However, no established
standards or benchmarks were in place to guide the design of the induction
training or any of the offered PD training, as revealed during preliminary
discussions with officials from the MoE in October 2021 and based on the
records maintained in the MoE. This situation is applicable to all training offered
within this context. As a result, since the early 2000s, the MoE has recognised
the necessity of implementing standardised principal training programmes
within the educational context. However, all these attempts were stagnated till
2013.

In this context, the implementation of the Education Sector Development
Programme for 2013-2017 holds significant importance. It aimed to support the
government's medium-term sector development programme, ‘Education Sector
Development Framework and Programme,” which was a massive project with
the financial support of the Asian Development Bank (ADB) (MoE, 2012; MoE,
2016[a]). The programme's main objective was to enhance the ‘human capital
foundation for a knowledge economy: transforming the school education system
to further enhance the achievements of the general education system through
addressing equity, quality, and efficiency considerations’ (MoE, 2012; p.15).
Within these developments, the school principal emerged as a key figure
responsible for fostering a knowledge economy through the improvement of
general education. Consequently, it was emphasised the necessity to identify
long-term and short-term PD training programmes for all categories of staff of
educational services, including school principals (MoE, 2012).

To put the aforementioned emphasis into practice, the MoE entrusted this
responsibility to the NIE and the Centre for Educational Leadership
Development (MoE, 2016[b]), training institutes operating under the purview of
the MoE. This led to the development and implementation of the National
Competency Framework for School Leadership and Management (NCFSLM),
which was a massive project funded (as a loan) by the ADB. ADB had released
US$1 million for NIE for designing the NCFSLM. Also, another US$2 million has
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been granted to the MoE for the implementation of NCFSLM (ADB, 2020) at the
provincial level. Thus, ADB (2020) insist that MoE is not satisfied with
implementing NCFSLM at the provincial level. Therefore, it is a timely need to
examine the implementation of the framework within the context, highlighting
the positive and negative aspects of the implementation.

The implementation of NCFSLM led to the introduction of two continuing PD
training programmes, namely the Basic Principalship Programme (BPP) and the
Advance Principalship Programme (APP), which is a new initiative in the
context. The BPP, a continuing PD training, is one of the fundamental
implications of NCFSLM offered in 2018 (MoE & NIE, 2018). Despite these new
introductions, the induction training programme remained unchanged. It was not
amalgamated with the NCFSLM as a training programme offered for the novice
principals. However, within these contextual changes, the interconnection of
existing induction training and the BPP is significant. The novice principals who
completed the induction training in 2016 were the first group of novice principals
to participate in the BPP as well. Hence, it is important to investigate how both
training programmes fulfilled the PD needs of novice principals during their two
training experiences.

Apart from the above, offering BPP is one of the fundamental implications of
NCFSLM (MoE & NIE, 2018). According to the ADB (2020), initial planning was
completed in July 2017, and since then, implementation of BPP has been in
progress. Moreover, it has planned to train a gradually increasing number of
principals annually, commencing 100 principals in a pilot project in 2017. For
the pilot project, a group of 45 participants was initially chosen (ADB, 2020),
and subsequently, in 2018, a group of 50 participants was selected from each
province for a three-month training programme. However, the commencement
of the programme in 2018 was delayed and continued until 2021 within all
provinces. In fact, it is significant that ADB has reported that MoE has not been
satisfied with the provincial-level implementation process of the training (ADB,
2020). By 2020, ADB, as an international funding agency, has been watchful
about how the funds would be utilised to enhance the quality of education
before giving more funds for further developments (ADB, 2020). In this context,
during my visit to the MoE in November 2021, it came to light that the funding of
the ADB had ceased, and the project had concluded, yet there was ongoing
work to be completed. Consequently, the MoE was actively pursuing additional
funding from the World Bank (WB) to sustain the continuation of the BPP.
Within this framework, it is vital to examine the on-the-ground advantages and
disadvantages that have risen when implementing the BPP as it focuses on
addressing the PD needs of novice principals.



In this context, educational administrators, who serve as both policymakers and
implementers, hold the view that novice principals lack fundamental knowledge
in education, as evidenced by various sources (NEC, 2009; Kasturiarachchi,
2019; MoE, 2017; Fernando, 2019). As a counterpoint to this belief, the study
aims to provide valuable insights for administrators in facilitating them to be
more attuned to the PD needs of novice principals when designing training
programmes. The study proposes changes to amalgamate the induction and
BPP based on a comparative analysis of the PD needs of novice principals with
reference to the PD needs of novice principals as well as internationally
recognised successful PD programmes (Dinham et al., 2013; Ng, 2013; Ng,
2015; Jensen et al., 2015).

Additionally, the findings of this study are significant for the Faculty of Education
at the Open University of Sri Lanka (OUSL), the institution with which | am
affiliated. The Department of Leadership and Management in the Faculty is
currently progressing with three new programmes for school principals, and the
insights derived from this study will play a pivotal role in streamlining the
development of these programmes to address the specific needs of principals.

Finally, the intended outcomes of this study are not confined solely to SL but
also have the potential to offer valuable insights on an international scale. Given
that all countries worldwide are engaged in the PD of novice principals, the
scarcity of research on their induction and PD needs, as highlighted by Bush
(2018), makes this study particularly relevant. Therefore, the findings will serve
as a resource to assist other countries in enhancing their induction and PD
programmes for novice principals. Moreover, the insights generated by this
study will prove beneficial for countries in the South Asian region which share
similar socio-cultural, political, and economic backgrounds. They can draw upon
the experiences and recommendations provided by this research.

1.2 The aim of the study

As stated above, novice principals participate in two distinct training
programmes, namely, induction training and BPP, a PD training programme.
These are two training programmes with different focuses. In light of these two
training programmes, this EdD study aims to explore two complementary
perspectives of the provided induction and BPP as PD training. First, it seeks to
understand the PD needs of novice principals, encompassing both their initial
leadership role and their role as serving leaders. Second, it aims to examine the
PD needs perceived by the administrators responsible for shaping the PD
programmes for novice principals. By examining both sides, the study will



provide a comprehensive and comparative understanding of the PD needs and
expectations of both the policymakers and policy receivers of the training.

Aligned with this aim, this study also seeks to investigate how effectively
addressing and satisfying the PD needs of novice principals contributes to the
enhancement of their self-efficacy as leaders. By addressing the PD needs of
novice principals effectively, the study aims to demonstrate how novice
principals become more capable and confident in their leadership roles. This
implies that training programmes tailored to their needs can empower them with
the skills and knowledge required for effective leadership, contributing to their
overall self-efficacy.

1.3 Research Questions
The following research questions were formulated to achieve the aim of the
study.

1. What are the needs of novice principals as they move into their roles as
leaders in Sri Lankan schools?

la. To what extent does the existing induction provision in Sri Lanka
meet novice principals’ needs?

1b. To what extent does the existing professional development
programme in Sri Lanka meet novice principals’ needs?

2. What do novice principals perceive as the main challenges when transitioning
into their roles as leaders?

3.To what extent does the leadership training in Sri Lanka prepare novice
principals to become school leaders?

3a. What are the enabling factors?

3b. What are the hindering factors?

1.4 Definitions of key terms

The study employs several terms, each with distinct meanings and significance.
To elucidate these differences, it is important to provide clear definitions of
these terms, which are mentioned below.

1.4.1 Novice Principal / Novice Principals

For the purpose of this study, the principals who are in the first three years of
their principalship will be considered as novice principals.



Many terms are used to introduce newly recruited principals, such as Aspiring
principals (Ng. 2015), Beginning Principals (Jerdborg, 2023; Wright et al, 2009),
New Principals (Augustine-Shaw and Liang, 2016; Ghimire, 2019) and novice
principals (Viloria et al., 2019). In this study, the term ‘novice principals’ is used
to introduce newly recruited principals as school leaders. Shoho and Barnett
(2010) defined a novice principal as ‘any principal who was in the first 3 years of
his or her first principalship’ (p.572), while Harman (2013) defines ‘principal who
has 4 or fewer years in the principalship’ (p.18) as a novice principal. These
definitions show that there is no hard and fast rule to consider the time period of
being a novice. It shows that, the period of being a novice was decided based
on the study context. Further, the determination of the period for considering an
individual as a novice was contingent upon the unique contextual factors
inherent in the study. In this study | took into account various contextual
elements, including the educational environment, leadership dynamics, and the
intricacies of the principalship role within the specific educational setting under
investigation (SL context).

1.4.2 Induction training

In this study, the term ‘induction training’ would be considered a short-term
proactive introduction to the post of principalship before the novice principals
assume their duties as principals (Bush, 2008). This training helps to internalise
the novices to the profession in satisfying their psychological, sociological and
managerial aspect and help to enhance their morale and positive attitudes
towards the profession. In defining the term, the following definitions are
considered as the most precise produced definitions which helped in defining
the term 'induction’ relevant to the study. Induction is defined as a process by
introducing new appointees to become familiar with the context which they are
leading and induction may occur within a school context or at the wider system
level (Bush and Moloi, 2008), which begins with succession planning and
continue through to in-service development (Bush, 2018). Further,
Antonacopoulou & Guttel (2010) state that within the process, “inductees
acquire social knowledge and working skills necessary to take the
organisational role” (p.26).

In this study, induction training is considered to be offered to novice principals
who begin their initial leadership role as a leader.

1.4.3 Professional development

The term “Professional Development” can be defined as, personal and
personality development by enhancing knowledge, attitudes and intellectual
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skills in this context in line with the key ideas of Evans (2014). Evans (2014),
states that the process of PD consists of developing professional work-related
knowledge, skills and attitudes could lead to enhancing intellectual knowledge
that help the gradual development of critical thinking.

In this study, BPP is considered PD training offered to novice principals serving
as school leaders.

Considering the definitions, ‘induction’ and ‘professional development’ are two
types of training that can be seen as part of PD. In this study, ‘Induction’ and
‘Professional Development’ will be used separately and together where
necessary.

1.4.4 Stakeholders

This study identifies the following groups of people who are involved and
interested in making an affect or being affected within the process of induction
and PD training offered by the MoE and NIE in SL. They can be classified into
four categories;

I.  Novice Principal/s —The recipients of induction and PD training.

II. Policymakers (National Level) - Administrative Officers attached to the
MoE and NIE as policymakers.

lll. Policy implementers (Provincial Level) - Administrative officers attached
to PDoE as policy implementers.

IV. Trainers — Administrative officers who were involved in delivering the
training programme.

1.5 My interest and experience

My leadership experiences expanded throughout my life as a class monitor,
school prefect, girl guide, schoolteacher, and university academic. The OUSL
gave me space to engage in different leadership activities within my academic
and administrative capacities. | was engaged in the induction training
programme offered for the newly recruited academics, where | saw how they
struggle to adapt to the open distance context after graduating from
conventional universities. In reflecting now, | feel there is room for improvement
and change in addressing their PD needs. Similarly, | believe the induction and
PD training offered for novice principals should address their needs, as
highlighted by different studies in different contexts (Shields, 2008; Shoho and
Barnett, 2010; Ng,2013; Theodosiou and Karagiorgi, 2017).

In addition, the Faculty of Education, where | am attached to, is in progress with
the development of new PD training programmes for school principals. There,
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we considered local and international training programmes with reference to
different key aspects of programme design, structure, delivery and evaluation.
At the preliminary discussion, my reflective question was, “Are we facilitating the
PD needs of principals?”. This fundamental experience led to the beginning of
this thesis. My key interest is to investigate what the induction and PD need of
novice principals and how the provided PD training meet the needs of novice
principals within the SL context.

Apart from my academic role, | work with different groups, such as officials in
the Ministry and NIE, trainers, and principals. In such situations, meeting the
sample participants of this study may be unavoidable. This highlights my
positionality as an insider and outsider (Savvides et al., 2014). For many within
the context, | am an outsider, but not for my sample participants due to
professional relationships. As an insider researcher, this gives me many
insights while presenting challenges. Some study participants are past and
present students of the OUSL. There is an instance where a participant is a
past student who does not show any known gesture towards me, which is
challenging to me as an insider. In such instances, | become an outsider. For
some, the OUSL connection leads them to trust me as an insider. This reflects
the importance of balancing my dual role reflexively and positioning myself
effectively throughout the research process (Ritchie et al.,, 2009; Pechurina,
2014).

1.6 Thesis overview

In Chapter 1, | introduce the Thesis and define key terms. Then, in Chapter 2, |
introduce the context of the study. It describes the school context, how
principals were appointed to the existing schools and the role of the school
principals after being appointed. Further, this chapter will demonstrate the
existing contextual problems in appointing and training principals and what
policy initiatives were made to overcome the lack of training among principals.

Next, in Chapter 3, | survey the literature and analyse key concepts embedded
in the training provided for school leaders. In line with key concepts, it examines
how the professional standards developed for school leaders in different
countries offered training in line with the key concepts of leadership and
leadership development. Moreover, it discusses the induction and PD training
offered internationally with special reference to SL. The gap spotting for this
study was illustrated based on the discussion on SL. Finally, a conceptual
framework is presented as a summary of the discussed content.



Moving to Chapter 4, | present the research design and methodology of the
study. There, | discuss the nature of the study and the rationale for conducting it
as a phenomenological study, which delves into understanding the perceptions,
experiences, and understanding of novice principals about the training they
experienced. Subsequently, | describe the data gathering and analysis details,
considering the ethical dimensions relevant to the study.

Next are Chapters 5 and 6, two data analysis chapters. In Chapter 5, | present
data relevant to the PD needs of novice principals as perceived by the novice
principals, its adequacy in meeting the PD needs, challenges faced and
enabling and hindering factors of the provided two training programmes.
Further, the chapter illustrates how the novice principals’ perspectives on PD
needs differ between the two training programmes, along with my
interpretations. Chapter 6 analyses the data, presenting the policy makers and
policy implementers perspectives on the provided training, who are
administrative officers attached to national and provincial levels in the education
system. This chapter also presents the enabling and hindering factors relevant
to both training programmes, considering their relevance to meeting the PD
needs of novice principals.

Then, Chapter 7 discusses the findings, structured around emerging themes
aligned with the research questions. The chapter discusses the eight complex
concepts (leader and leadership development, soft and hard skills development,
intrapersonal and interpersonal skill development, and social and human capital
development) embedded in the PD needs and their interconnection and
integration. Then, | argue that the PD needs of novice principals are centred
around these eight concepts and demonstrate how these concepts positively
impact meeting the PD needs of novice principals. | also discuss how these
eight concepts can be applied to the PD training programmes offered for novice
principals.

Finally, Chapter 8 concludes the study. | present the main argument of the
study along with the findings and their contribution to the field. I make
recommendations for policymakers to consider changing the existing training,
taking into account the PD needs of novice principals. Further, | present the
identified limitations of the study along with areas for further research.



Chapter 2 The Context

2.1 Introduction

The chapter intends to gain a comprehensive understanding of the complex and
extensive context within SL. To achieve this, it commences by providing an
overview of the general education system in SL which provides the foundational
background necessary for a thorough comprehension of the study. Moreover, it
delves into the intricacies of principal recruitment, training, and the challenges
currently faced in school leadership training within the Sri Lankan context.
Addressing these challenges, the chapter proceeds to highlight recent
developments in leadership training within SL. Furthermore, it will state the
details of the background of the policy initiatives relating to the PD of novice
principals in SL which leads to the research focus.

2.2 The Sri Lankan school system

The current education system in SL spans over 13 years of schooling and is
designed with “the capacity to cater to the entire child population from
Grade 1 to Grade 13" (NEC, 2016, p.v). This formal school system can be
divided into two main categories: National schools, which are under the direct
management and financial responsibility of the MoE, and Provincial schools,
which are managed and funded by the Provincial Department of Education
(PDoE).

Moreover, within the formal school system, schools are classified based on
several criteria. These criteria include the educational stage offered by the
school, the subject streams available at the senior secondary level (MoE, 2021),
and the student population size. The existing classifications are as follows:

Table 2.1 Classification of Schools in Sri Lanka

School | Number of | Classified Criteria
Type Schools*

Type 3* | 3,968 Elementary schools with classes from Gr.1 to Gr 5 or Gr 8

Type 2* | 3,226 Junior Secondary schools with classes from Gr 1 to Gr 11

1c* 1,941 Senior Secondary schools with classes from Gr. 1 to Gra or
Gr 6 to 13 with only Arts and Commerce streams at
G.CEEAL

1AB* 1,011 Senior Secondary schools with classes from Gr.1 to Gr. 13

or Gr 6 to Gr.13 with Science, Maths, Arts and Commerce
streams at G.C.E.A.L

*Annual School Census of SL- Summary Report -2021 (MoE, 2021)

#The numbers used in the nomenclature for school types were provided by the MoE, and | followed the
same structures as in the documentation for a clear indication of the source material.




General Education in SL is provided through an extensive network within the Sri
Lankan context, in line with the above classification. This classification plays a
vital role in recruiting, appointing and promoting principals within the context, as
all administrative functions related to appointments are made based on the
above classification of schools (Presidential Task Force on Sri Lanka’s
Education Affairs, 2020). The novice principals, who are new to the profession,
are directly appointed to either Type 3 or Type 2 schools, either elementary or
Junior schools in less facilitated rural areas. The main reason is that these small
schools have no qualified principals who are being appointed for long periods. If
any principals existed in the school, they would be transferred to a better school
or may be promoted as a normal promotion, which is a contextual practice as
well as a problem. As a result, several small schools in rural areas face threats
that lead to the verge of closure due to a lack of qualified principals. In this
scenario, this classification prevents appointing qualified principals to small
schools even if it is required as a means of developing effective schools in the
system (Presidential Task Force on Sri Lanka’s Education Affairs, 2020).

As shown in Table 2.1, the majority of schools within the Sri Lankan context are
Type 3 and Type 2 (MoE, 2021), which are not in the category of ‘Better
schools’, ‘Attractive Schools’ or ‘Popular Schools’ within the context. The
academic performance of these schools is very low compared to the 1AB and
1C schools within the context (Abayasekara and Arunatilake, 2018; Aturupane
and Little, 2020). In overcoming the situation, MoE has introduced projects such
as ‘Programme for School Improvement’, “Thousand School Project’, ‘Navodya
School Project’, to develop the school system, where the school principals play
a vital role as transformational leaders and change agents in implementing
those projects for school development (Lekamge et al., 2007; Perera, 2011;
Aturupane et al., 2013; Wehella, 2014). All these projects are internationally
funded projects which have involved lots of money. Arunatilake and
Jayawardena (2010), analysing the distributional aspects of formula-based
funding and the efficiency of decentralised management of education funds in
SL, emphasise the need for qualified principals for the success implementation
projects and the funds allocated by the projects for developing effective schools.
In the context of development interventions, Aturupane et al. (2013) and
Kasturiarachchi (2019) emphasise the critical significance of obtaining a
profound understanding of the role of school principals and their professional
skills by themselves. This understanding is essential for the successful
implementation of these projects. Therefore, the following section will delve into
the role of school principals in the Sri Lankan context.
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2.3 The principal's key role within the Sri Lankan education

system

Principals were recruited to the SL Principals Service (SLPS) as per the service
minutes of the SLPS in 2014. Section 04 in the service minutes describes the
role of a school principal as;

The officers of the Principals Service should carry out all the
functions concerning school administration and management,
including the duties that are assigned in connection with the conduct
of national-level examinations and other examinations relating to the
education of the government schools under the administration of the
line Ministry and Provincial Education Ministries in conformity to the
National Education Policy in addition to the duties involving education
as decided upon and required by the government for implementation
through schools towards strengthening of the sports activities and
other subject related work in schools as well as the process of
learning and teaching.

(Gazette, 2014, p.2A)

The above underline sections illustrate the key areas that school leadership
should focused on. As per the underlined sections, school principals are
responsible for a wide range of functions related to school administration and
management, a description which is vague and vast. The above definition lacks
a clear focus on the roles and responsibilities of the school principals
(MoE, 2023). it gives some directions to understand the key aspects of the
expected role of the school principal as administrative and academic. Further, it
gives a comprehensive idea, which ensures that the principal is in a single point
of accountability for administrative and managerial in line with the policy
implementations which are clear, direct and positive. However, these may be
overwhelming responsibilities, especially for novice principals, which has led to
challenges in effective management and prioritisation of tasks in their main
function as instructional and pedagogical leaders. In line with the service
minutes explanation of the role of the principal, the NEC (2016) states that the
present role of the Sri Lankan principals comprises academic leadership and
management of personnel and resources of the school. However, in most
instances, it is the management role of the principal that is highlighted, which
hinders the academic leadership, which is the most needed and essential (NEC,
2016). This indicates how administrative tasks, such as budgeting, scheduling,
and facility management, often consume a significant portion of the principal's
time, leaving limited room for direct involvement in enhancing the academic

11



environment as an academic leader. These situations tend to divert principals
from their core responsibility of academic leadership.

In the present context, reports have highlighted the importance of the different
leadership roles of school principals as leaders (MoE, 2014: MoE & NIE, 2018;
MoE, 2016[b]). MoE (2023), in submitting the draft report on the Report of
Committee Appointed to Study and Recommendation on SL Principals Service,
emphasises the need to change the performance of principal roles as
instructional leaders, transformative leaders and ethical leaders, which helps to
develop an effective leader for the 215 century. However, the typical Sri Lankan
school principal's role is centralised to administration, planning, managing
personnel, logistics and finances within the school (Perera, 2011; MoE, 2014;
Kumari, 2019), and the majority of principals lack adequate skills and
knowledge to perform their role in line with the aforesaid leadership roles
(Perera, 2011; Kumari, 2019; Parakramawansa, 2012; Kasturiarachchi, 2019).
Moreover, it is significant that the Handbook for School Principals (MoE, 2020)
has also given more space to emphasise the managerial and administrative
aspects relevant to the principal than the academic leadership. Therefore, it is
inevitable that principals were more interested in performing as administrative
and managerial leaders than academic leaders. Further, Perera (2011) states
that principals lack the comprehension and vision for new changes to be
implemented and fear that they are unable to perform unknown tasks, which
increases their anxiety and affects the development of effective schools
negatively. These ideas are repeatedly emphasised in many contextual studies
and reports (Lekamge et al., 2007; NEC, 2009; Lekamge, 2010;
Parakramawansa, 2012; Kasturiarachchi, 2019). Conversely, Lekamge (2010)
and Kumari (2019) insist that principals understand the importance of
instructional leadership and transformational leadership as their key leadership
roles thus, they face different problems when performing their role as principals.
In line with the above highlights, the next section examines the problems related
to school principals in SL, which relates to the novice principals as well.

2.4 The problems related to school principals in Sri Lanka

Drawing attention to the existing literature, the problems and challenges
associated with school principals in the Sri Lankan context can be classified into
two categories: professional-related and contextual-related. The most
significantly highlighted problem is the lack of professionally qualified principals
within the context (NEC, 2016) which has impacted school efficacy and student
performance negatively. As an illustration of this situation, Abayasekara and
Arunatilake (2017) investigated the impact of school-level resources, including
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the role of school principals, on student performance at the O-Level
examination. The findings highlighted that 27% of schools were managed by
principals who are not in Sri Lanka Principal Service (SLPS) or Sri Lanka
Administrative Service (SLAS) grades, a percentage which rises to 46% in
schools categorised as ‘very poor’ performing schools. Many studies conducted
related to the quality of education have highlighted that the MoE is accepting
the fact that the schools were led by unqualified principals (Perera, 2004;
Perera, 2011; MoE, 2017; World Bank, 2018), which has created a number of
different problems related to the quality of education.

The lack of qualified principals within the system has raised the question of how
principals are being recruited for the position, which illustrates the existing
contextual problem. According to the Principal's Service Minutes (2014), the
teachers who fulfil the required academic and service experience can join the
SLPS by passing the entrance examination or those in SLAS who are attached
to the MoE as administrative officers can also directly be appointed to schools
as principals. Though there is a very clear path that exists for recruiting the
principals to the system, the MoE admits the implementation and existence of
improper procedures for the training, recruitment and promotion of school
principals within the context (MoE & NIE, 2018). Further, Little (2011)
emphasised the negative impact of political and ad hoc appointments in all job
categories within the Sri Lankan education system, and the principalship is no
exclusion from the situation explained by Little (2011). Due to the situation
created with such appointments, the prominence of the weak leadership role
performed by the unqualified principals within the context is inevitable. Hence,
their existence creates long-standing problems which are complex and
challenging not only within the principalship but to the whole system.

Moreover, the MoE (2017) state that there are instances where those who hold
the position of a principal in some government schools are not appointed by
following a formal procedure. In many rural schools, when the principalship
becomes vacant, there is a high probability that the senior teacher or next-in-
command would hold the acting principalship position without considering the
academic, professional or government procedures of appointing a qualified
person to the vacant position. Considering the situation, an unqualified person
takes the acting principal position, and he/she continues as the principal
(Perera, 2004; MoE, 2017; World Bank, 2018). Sadly, these appointees, as
novice principals, do not receive any induction to the profession at the being or
any PD while being in the position. The main reason may be that even though
they functioned in the role of principals, they were not officially recognised as
principals as they are teachers in the profession. These contextual problems
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are evident in the lack of qualified principals in the SL context and the need for
proper induction and PD training for school principals. However, a study
conducted by Weerakoon et al. (2022) shows that ¥4 of the study sample does
not belong to the SLAS or SLPS categories, but they are categorised as
‘'others’, which illustrates that they serve as acting principals with no formal
appointment. This highlights the existence of unqualified principals in the
system, and they are in need of enhancing their leadership and managerial
capacities by attending the different training programmes offered by different
institutions in the system, which is a positive approach.

The overarching issue lies in the lack of qualified principals available in the
system to fill vacant positions. This problem has persisted and accumulated
over time, and no recruitment has been made between 2002 and 2009. In
addressing the accumulated situation, MoE has initiated recruiting novice
principals since 2009. Per the unpublished data in the MoE, from 2009 to 2017,
the MoE recruited 1718 novice principals in 2009 (MoE, 2010), 3756 novice
principals in 2016 and 1858 novice principals in 2017 (unpublished data, MoE,
2020). Thus, recruiting novice principals into the system does not provide a
comprehensive solution to the problem. The solution lies in the quality of
induction and PD training they will receive. Effective training equips novice
principals with the necessary knowledge, skills and attitudes and helps them to
internalise the principalship and progress within the profession.

Similarly, Kasturiarchchi (2019) argues about the existing deficiency gap of
perceptions in PD needs, between principals as policy receivers and
administrators who are policymakers and implementers within the context that
impact the quality of the training. Administrators think that novice principals lack
basic understanding and theoretical knowledge of the field of education (deficit
thinking), while the principals believe that the training lacks practicality and
relevance in fulfilling their PD needs. Furthering the perceptions of principals,
Fernando (2019) insists that the principals believed the existing co-relationship
between PD needs analysis and the training process and irrelevant analysis
may have led to the provided training being irrelevant in meeting their PD
needs. These situations unveil the fact that provided training programmes have
failed to satisfy the PD needs of principals.

Another significant problem is that different universities and institutes offer
different training programmes for principals. Ideally, all programmes should
align with the Sri Lanka Qualifications Framework (SLQF), and programmes
should be designed in line with the K-SAM model (UGC, 2015), which is a
holistic model which goes beyond knowledge (K), skills(S) and attitudes(A) but

mind sent and paradigm(M). Thus, the research findings on the offered training
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for school leaders (Weerakoon et al., 2022) illustrate that the programmes are
less focused on mindset and paradigm, which illustrate how the qualification
holders perceive the world; thus, the managerial and administrative aspects are
considered. In order to enhance mindsets and paradigms within school
principals, it is vital to focus on developing intrapersonal skills as a leader,
which is an internalised development process within a leader. Thus, these
aspects seemed lacking as per the research conducted within the Sri Lankan
context.

In overcoming the vicious circle of the above, the MoE introduced the NCFSLM
as a policy introduction in 2018 with the funding support of ADB apart from the
induction training for novice principals. The next section will examine how these
policy initiatives work on PD principals, with special reference to novice
principals in the context of SL.

2.5 Policy initiatives in the context

Within the Sri Lankan context, different training programmes by different
institutes, including MoE, NIE, PDoE and Private and National institutes and
Universities, are offered in an ad hoc manner for novice principals as well as
existing principals in the system. In the case of novice principals, the induction
training programme, which is a one-month training, has been offered by the
PDoE under the guidance and supervision of the MoE and NIE. In the
preliminary discussions with the officials at the MoE, it was revealed that
Induction training was designed years ago, and when a new cohort of principals
was recruited, MOE made slight changes if necessary and offered the training.
Within the month of training, two training modules, Leadership Capacity Building
(120 hours) (Appendix 1) and Management & Administrative Development (60
hours) (Appendix 2), have been offered for the batch of principals recruited in
2016. Thus, no policy-level documents were being developed by the MoE or
proper policy for school principals' PD is an identified problem. To overcome the
problem, NCFSLM is a policy introduced in 2018 as a strategy to train all
principals as qualified professionals within the context. The NCFSLM is a
competency-based framework, as shown in Figure 2.1 below. (see page 16)

In order to achieve the expected outcomes, PD needs to foster the
development of interpersonal skills, which are centred around how well an
individual communicates and interacts with others, and intrapersonal skills,
which revolve around self-awareness and self-management. By doing so it will
equip novice principals with the necessary skills for the successful
implementation of applied learning opportunities, as demonstrated in the
competency domains, areas, and standards introduced by the framework.
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Figure 2.1 National competency framework for school leadership and
management in Sri Lanka

(MoE and NIE, 2018; p.6)

To attain the required competency standards, the NCFSLM has introduced two
PD programmes for principals: the BPP and the Advanced Principalship
Programme (APP) (MoE & NIE, 2018). This initiative aims to bridge the gap
between policy and practice. The BPP is specifically tailored for principals who
lack leadership and management competencies, such as novice principals,
while the APP is recommended, for experienced principals already serving
within the educational system. In the selection process for the two training
programmes, the framework provides detailed assessment rubric (MoE & NIE,
2018, pp.19-50). This rubric covers the academic, administrative, and
management aspects of principals' leadership performances. Principals will be
assigned to either the BPP or APP based on their performance scores. The
evaluation categorises principals into (a) beginning competence, (b) developing
competence, (c) advanced competence, and (d) expert competence.
Considering the contextual situation, many principals, including novice
principals, are expected to fall into the categories of beginning competence or
developing competence. In response to this need, the MoE and NIE have
developed the BPP programme first, while the development of the APP is
currently underway.
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The policy framework consists of 64 competencies (See Appendix 3) which aim
to be achieved by being distributed among two training programmes which
consist of four modules in each programme. In the BPP, out of four modules,
two modules are on school leadership, one on school curricula, and the final
module is on financial management. The training is designed to enhance
leadership as well as administrative capabilities in order to address contextual
criticism, which includes the quality of the training delivery (Kasturiarachchi,
2019) in meeting the PD needs of the principals (Fernando, 2019).

Theoretically, the four modules offered in the BPP are supposed to cover both
leadership and managerial aspects relevant to 21st-century principalship (MoE
& NIE, 2018). Their performance is evaluated per the assessment rubric
provided by the MoE and NIE (2018) under the four competency domains, as
illustrated in Figure 2.1. It appears that these four criteria focus on leadership
skills such as instructional leadership, transformational leadership, ethical
leadership, and authentic leadership, which shows the modern leadership
thinking among novice principals (Bush, 2008), which many principals lack in
the Sri Lankan context (Kumari, 2019). Implementing the policy has happened
through the PDoE under the monitoring of the MoE and guidance of the NIE.
However, different provinces have implemented the training at different levels,
which made MoE unsatisfied (ADB, 2020). Though the induction training has
been completed within the timeframe, the BPP has been implemented in
different stages in island-wide ad hoc manner. Therefore, it is important to
examine how the BPP is implemented as a new policy introduction compared to
the induction training.

Interestingly, within the context, all novice principals recruited in 2016 after a
long pause of recruiting have undergone the induction and BPP as a PD
training. Within the NCFSLM, as a policy framework for school leaders, they
have not integrated the induction training into it but introduced BPP and APP as
new initiatives for policy practice. Thus, it is vital to examine how the training
novice principals were met by the offered training programmes in different
provinces in SL.

2.6 The research focus

The research focus is limited to two out of nine provinces within the Sri Lankan
context: the Western and North Central provinces. These provinces were
selected based on their experiences with induction training and the BPP
introduced by the NCFSLM, a new policy in the country. Preliminary discussions
with officers at the NIE revealed that induction training was offered in all
provinces for one month as soon as novice principals were recruited in late
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2016, and all provinces completed the programme within a similar timeframe.
Afterwards, in 2018, the NCFSLM introduced the BPP, which was offered to
principals in all provinces as suggested by the NCFSLM. It was observed that
the programme offerings varied and stagnated differently among provinces.
This highlights that while the implementation of the BPP introduced by the
NCFSLM differs, there were no significant differences in the provision of
induction training across all nine provinces.

Additionally, preliminary discussions with officers at the NIE, supplemented by
reference to the Master files maintained by the MoE and the NIE, revealed that
all provincial Directors/Assistant Directors attached to Provincial Departments of
Education (PDoE) had been invited to participate as resource persons in
developing the NCFSLM alongside the NIE and MoE (MoE, 2018). However,
according to MoE & NIE (2018), only six provincial directors participated as
resource persons in the development of the NCFSLM. Therefore, the selection
of provinces for this study also considered the involvement of provincial
directors in developing the NCFSLM, as they are key personnel responsible for
implementing the BPP in accordance with the NCFSLM within their provinces.

Furthermore, it was observed that, except for the WP, only one officer from
each province was involved in the NCFSLM resource person pool. However, in
the WP, three officers in the rank of Assistant Director were involved, signifying
significant participation compared to other provinces. Additionally, it is
noteworthy that there was no involvement or representation from the NCP, the
largest province in the country, in this national-level initiative. Based on these
reasons, the comparative rationale for selecting these two provinces is as
follows:

Western Province (WP) — The smallest province with three districts with a high
density of school population. Importantly, the MoE and NIE, the central hub for
policymaking and administrative bodies, are in the WP. Moreover, many training
programmes have been piloted, and initial implementations are being carried
out within the WP, which could be an advantage. Further, being in the highest
number of schools and students are included within the province. Compared to
all the provinces in the country, WP province is much more facilitated with
human and physical resources.

North Central Province (NCP) — As demonstrated by the school census 2021
(MoE, 2022), NCP consisted of 1/3" of students and schools compared to WP.
Though NCP is the largest province in its area, it is one of the poorest provinces
(World Bank, 2021), with a lack of resources, especially basic needs such as

18



water and sanitary facilities within the province, where the schools are no
exception.

2.7 Chapter summary

Though SL has a well-structured school system, the existing system lacks
gualified principals to gear up the quality of education. The root cause of this
deficit lies in the absence of qualified principal recruitment by successive
governments since 2005 (per the unpublished data, MoE). Therefore, many
teachers who were so-called seniors with political influences have become
acting principals with no proper qualifications or training for the principalship.
These implications have negatively impacted the quality of the education
system in the long run. To overcome the problem, novice principals were
recruited, and they received proper induction training in 2016 under the
guidance of MoE and NIE. With the aim of furthering the quality of school
leadership, NCFSLM was a new policy introduction, which introduced BPP and
APP, two PD training programmes for all principals. In line with these changes,
it is significant to examine how these training programmes were offered to
satisfy and meet the PD needs of novice principals. With this in mind, the next
chapter explores a selection of relevant literature with the aim of identifying
specific gaps to be investigated in this research.
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Chapter 3 Literature Review

3.1 Introduction

This chapter delves into the relevant literature for this study. Initially, | discuss
the eight concepts embedded in the PD needs of novice principals (3.2).
Subsequently, | emphasise the importance of PD training in the literature (3.3)
and then delve into how professional standards serve as benchmarks in
developing PD training (3.4). Following that, | present the theory and practice
underpinning the offered PD training (3.5), followed by an exploration of PD
needs for novice principals, considering both international and Sri Lankan
contexts (3.6). Finally, | address the existing research gaps in conducting this
study (3.7).

With reference to the literature, | identified that school leadership training is a
vast area within the field of educational leadership and management. In
narrowing down the search of literature with reference to my study, |
implemented a comprehensive search to identify who a novice principal is and
what their PD needs are through a thorough exploration of relevant scholarly
works. | employed a combination of keywords such as novice principal,
beginning principal, first-year principal, induction training, and PD needs in
searching relevant literature within these online databases. In addition to using
key terms, my search went back to the late 1960's. | went back to searching
literature on dates with reference to the introduction of key concepts, which are
discussed in section 3.2.

My initial search began with Google and Google Scholar, then extended to
JSTOR, Athens, SAGE Journals, ERIC (EBSCO), and White Rose e-Theses,
which are online databases. Additionally, | conducted literature searches
through direct library searches at the University of Leeds, UK, the OUSL, and
the NIE in Sri Lanka. Furthermore, | referred to the reference lists of key articles
and dissertations, which were scrutinised for additional sources. | delved into
peer-reviewed journals and grey literature relevant to the study to enhance
inclusivity. Finally, my literature search was also facilitated by supervisory
guidance from subject experts and a series of workshops provided by the
University Library team on how to conduct literature searches for doctoral
students.

After adhering to the above-mentioned rigorous process, | present the literature
relevant to the study in the following section.
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3.2 Conceptual cocktail mix in leadership training

Reviewing the literature on induction and PD training, it is revealed that the two
training programmes, namely the induction and BPP, are amalgamated with
different conceptual dimensions such as leader and leadership (Day, 2000; Day
et al., 2014; Murphy and Johnson, 2016), human capital and social capital
(Subramony, 2018; Van De Valk, 2008), soft and hard skills (Schuller,2001;
Hendarman and Cantner, 2018), and interpersonal and intrapersonal skills
(Day, 2000; Hanson, 2013). Therefore, in this section, a discussion is made
separately to illustrate their conceptual differences and intertwined with
reference to induction and PD training.

3.2.1 Leader development to leadership development

In examining PD training offered for school leadership development, Nicolaidou
& Petridou (2011) state that "Leader and leadership development, although they
are used interchangeably, do not necessarily mean the same thing" (p.52). In a
similar vein, Yukal et al. (2020) state that these two terms have been defined
differently, and researchers formed the terms in line with their intentions and
perspectives, considering their interests. Within the organisational framework,
leader development holds paramount significance, given that the leader
assumes a pivotal role in providing direction to achieve the organisational
vision, inspiring and motivating members, and fostering a conducive working
environment. To achieve this, leaders must cultivate individual potential and
internal capacities for guiding others. This process involves honing knowledge,
skills, and abilities through the acquisition of relevant experiences associated
with their formal leadership role, thereby augmenting a leader's internal
capacities (Day, 2000; Lord & Hall, 2005). The development of internal capacity
within a leader results in 'leader developmental efficacy [that] predicts intentions
to self-develop leadership’ (Reichard et al., 2017, p. 137). Consistent with this
concept, Day et al. (2014) assert that 'individual characteristics [are] associated
with leader development activities' (p. 68), focusing on individual skill
enhancement such as self-awareness, emotional intelligence, decision-making,
and communication skills (Day, 2000, p.548). These skills can be assessed
through individual growth and success. To fulfil this scope, Nicolaidou &
Petridou (2011) recommend integrating ‘experiential learning, coaching,
mentoring and support through the implementation of a school development
plan’ (p.79) over an extended timeline and continuous mentoring or coaching.

Compared to leader development, leadership development is focused on a
much broader perspective on developing skills and abilities to develop extended

social networks by applying self-understanding to social and organisational
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needs (Day, 2000). The training programmes focus on developing leadership
for effective and collaborative work across the organisation. The best example
is the "Leaders in Education Programme" offered in Singapore, which focuses
on developing distributed instructional leadership among novice leaders (Salleh
et al., 2015). The concept of 'distributed instructional leadership' illustrates the
dependency or inter-dependency between instructional leadership, which aims
to enhance academic achievement, and distributed leadership, which focuses
on interactions with the school community to achieve expected academic
excellence (Lee et al.,2012; Wolfe et al., 2023). In developing distributed
instructional leadership, the training incorporates different team-building
exercises, field visits, group coaching, resilience to change and the
development of shared values and visions for organisational success (Ng, 2015;
Salleh et al., 2015). This focuses on developing a diverse range of skills that
facilitate leadership within a leader. All these leadership skills are nurtured
within the leader. This highlights the interconnectivity between the two concepts
of leader development and leadership development, as discussed by various
researchers (Day, 2000; Nicolaidou & Petridou, 2011; Reichard et al., 2017,
Daniéls et al., 2019). The skills acquired through leader development are not
only applicable to their immediate role as a leader but also extend to a broader
community of leadership. The leadership cultivated within an individual can be
leveraged for the benefit of the organisation's members (Ng, 2015; Salleh et al.,
2015). In essence, leader development focuses on cultivating one's self to
function proficiently in the role of a leader. Conversely, leadership development
focuses on the skills needed to lead others in the capacity of a leader.

In the discussion of leader and leadership development, the drawbacks
highlighted by Dopson et al. (2019) in reviewing the literature on leader and
leadership development are significant. They state, “The material reviewed
often uses 'leadership development' interchangeably with 'leader development’,
creating confusion. Apart from Day (2000), we rarely found any considered
discussion of differences between these two distinct concepts” (Dopson et al.,
2019, p.220). While agreeing with Dopson et al. (2019), | believe this study will
facilitate filling the conceptual gap in leader and leadership development
highlighted by Dopson et al. (2019). Moreover, | believe the conceptual
difference in this study will facilitate understanding what skills should be
developed within a leader to perform leadership differently.

3.2.2 Soft skills and hard skills development

The history of the terms 'soft skills' and 'hard skills' seemed to appear in the
U.S. military report submitted by Whitmore and Fry (1974) that defined the
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terms in the mid-20" century. 'Soft skills' are defined as 'important job-related
skills that involve little or no interaction with machines and whose application on
the job is quite generalised' Whitmore and Fry (1974, p.3). Nitonde (2014) state
that soft skills are interpersonal and intra-personal skills which define the
individual's 'Emotional Quotient' and 'Intelligence Quotient'. Ariratana et al.
(2014), have identified eight components of leadership soft skills for educational
leaders as communication and presentation, leadership competency, teamwork,
analytical thinking and creative problem solving, professional and morality,
learning, usage of information technology, development of interpersonal
relationship (p.333), with reference to three models presented by Crosbie's
(2005) concept, Somerset's (2001) model, and Tang's (2012) concept. These
soft skills embedded both intrapersonal and interpersonal soft skills which will
be discussed in the section 3.2.3. Further, Nitonde (2014) emphasise that soft
skills are linked with the development of the body and mind, which can be
interpreted as personality development as well as socialisation from the
perspective of Sociology. Conversely, Verbeke (2014) raises the question of
how to equip novices with the appropriate soft skills to help them succeed in
their positions. According to his study findings, though some soft skills can be
developed through education or mentoring, experts insist that learning skills on
the job are not ideal (Verbeke, 2014). This suggests the need for formalised
training on soft skill development.

In contrast to soft skills, hard skills are emphasised as the abilities needed to
perform specific tasks in a job, relying on technical competencies grounded in
academic knowledge (Strang, 2022). They are "mainly cognitive in nature and
are influenced by an individual's 1Q" (Denney et al., 2020, p.138). This
highlights the nature of hard skills as primarily cognitive and influenced by an
individual's Intelligence Quotient (Hendarman and Cantner, 2018). In their day-
to-day roles, leaders engage in tasks such as analytical thinking, data analysis,
and strategic planning, all of which involve data-driven functions and
decisions—characteristics of hard skills. Furthermore, it is evident that hard
skills are directly linked to performance and are easily measurable. Gentilucci et
al. (2013), referring to the USA, assert that many training programmes tend to
focus on delivering concrete skills like budgeting and understanding the law, as
opposed to softer skills, which are challenging to teach and measure. Trainers
prefer these ‘'hard skills' because they are easier to explain and evaluate.
Consequently, Hendarman and Cantner (2018) have studied the significant and
positive association between soft skills and hard skills with individual-level
innovativeness, demonstrating that hard skills complement soft skills and vice
versa.
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With reference to soft skills and hard skills, Katz (1974) illustrates a three-skill
approach, a theory that categorises and articulates the competencies required
for the job level. Katz (1974) postulates that individuals in higher positions need
more soft skills (and fewer hard skills), the opposite is more hard skills (and
fewer soft skills) for line managers like school principals. Examination of a
principal's leadership preparation and the expected leadership performance of
leaders in different school contexts is centralised on instructional, visionary, and
transformative leadership practices (Ng, 2015; Darling-Hammond, 2022;
Steinberg and Yang, 2022). In order to perform all these leadership styles, the
research conducted by Ng (2015), Darling-Hammond (2022), and Steinberg and
Yang (2022) illustrates that a range of soft and hard skills are embedded within
their discussions. To execute different leadership styles, a leader should
possess soft skills such as self-confidence, motivation, and self-awareness to
plan and lead effectively. On the other hand, subject-specific knowledge or hard
skills, including proficiency in administrative procedures, educational law,
financial regulations, and information technology, are also necessary. In this
context, | believe that both sets of skills are equally important for effective
leadership, regardless of the leadership style.

3.2.3 Intrapersonal and interpersonal skills

Love (2014), referring to Gardner (1983), states that "the essence of
intrapersonal intelligence as the ability to understand, know, and respond in a
self-valued manner. Persons who exercise an extensive level of intrapersonal
intelligence exhibit high level of self-esteem” (p. 25). Moreover, research on
“intrapersonal skills" includes self-awareness, self-regulation, self-motivation,
(Day, 2000) resilience, and emotional intelligence, which help leaders
understand their strengths and weaknesses to make informed decisions as
effective leaders. At first glance, it is evident that these intrapersonal skills are
general to all leaders, irrespective of the profession or field. Conversely, with
reference to positive psychology, Shek and Lin (2015) argue that intelligence
guotient (1Q), emotional intelligence quotient (EQ), adversity quotient (AQ), and
spiritual intelligence quotient (SQ) are competencies of intrapersonal skills that
are important for a leader. They highlight that these four intelligences "are
important for a person to recognise correctly and respond rationally to various
environmental challenges as a leader" (Shek and Lin, 2015, p. 258). To
understand how these intelligences synchronise with the intrapersonal skills of a
leader, they explain these intelligences specifically. According to Shek and Lin
(2015), the characteristics of 1Q broadly involve adaptive problem-solving and
critical thinking (p. 260); EQ contains both cognitive and emotional skills that

help people deal with the emotions of self and others, enhancing overall work
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performance and leadership (p. 256); AQ addresses issues of failure,
misfortune, or other kinds of severe adversity closely related to resilience (p.
256), and SQ is significant because through transcending oneself or
understanding the meaning of life, one will be better prepared to provide high-
quality service in leadership (p. 256). A careful examination of these four
intelligences reveals that what | mentioned above as general intrapersonal skills
are also embedded within these four skills.

Day (2000), in reference to Gardner (1993), defines interpersonal skills as "the
ability to understand people—a basic concern in building trust, respect, and
ultimately, commitments” (p.585). Interestingly, Christison (1999), in reference
to Gardner (1999), states that interpersonal skill is "the ability to understand
another person's feelings, motivations, and intentions and to respond effectively
(p.8)". These definitions bring the notion that interpersonal skills link with a
range of abilities or skills a person needs to develop to connect with people in a
positive manner. Dargantes (2020) studied qualities associated with school
leaders as perceived by teachers. In this study, leaders demonstrated a variety
of interpersonal skills to establish positive connections with teachers. The
qualities related to interpersonal skills were adopted from the research
conducted by Gerontic and Stanley (2016). Figure 3.1 illustrates the
interpersonal skills investigated by Dargantes (2020) in school leaders.

Table 6. The Level of Perception on Interpersonal Skills

. Wh. Descriptive

B. Interpersonal Skills ¢ (_‘«Z_l'l'pl:l\(_
Mean Rating
1. Shows concern for the achievement of goals set with the group. 4.0 Very Good
2. Undc'rsta_rlds the need of the individuals and groups within the 39 Very Good
organization.

3. Establishes friendly trusting and respectful relationship. 4.1 Very Good
4. Encourages teachers to participate in any school activities to be ef- 41 Very Good

fective in work.
5. Inspiljcs t_cachcrs in their duties and rcsponsibilitics to be 430 Very Good
effective in work. ’
6. Shares the burden and sympathy to teachers with problems. 3.7 Very Good

Average Weighted Mean 4.0 Very Good

Figure 3.1 Interpersonal skills performed by school leaders.

(Dargantes, 2020, p.61)
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As shown in Figure 3.1, the interpersonal skills performed by leaders are
embedded within their actions. For example, 'Shows concern for the
achievement of goals set with the group' is embedded in a range of
interpersonal skills. These include communication skills for discussing and
conveying the school's vision, goals, and expectations; the ability to build and
maintain relationships with the school community to create a collaborative and
inclusive school culture; emotional intelligence for being better equipped to
navigate challenges and inspire others; and resolution and decision-making
ability for being diplomatic and consensus-building. These interpersonal skills
are related to all actions mentioned in the Figure 3.1. Moreover, publications on
intrapersonal and interpersonal skills have stated that ‘intra- and interpersonal
skills are important for self-development, social collaborations, and career
success (Day, 2000; Hendarman and Cantner, 2018; Purwanto, 2020).

3.2.4 Human capital and social capital

As discussed above, the leader develops him/herself, while leveraging the
organisation's members with his/her leadership skills (Day et al.,, 2014).
However, the literature on leader and leadership development (Day, 2000;
Nicolaidou & Petridou, 2011; Dopson, 2019) reveals that leader and leadership
development are amalgamated with another dimension of leader development,
as human capital and social capital.

Becker (1964) introduced the concept of human capital as an economic notion.
In line with the economic implications, he argued that individuals' education,
training, and other investments in their skills and knowledge contribute to their
individual productivity. This idea was solidified by Schultz's (1962) human
capital theory of economic growth, which pointed out that human capital is the
foremost factor in managing economic and physical capital. Further Becker
(1975) extending his idea of human capital on economic notion, emphasises the
importance of general and specific training on the jobsite to increase human
capital productivity by learning new skills. Furthermore, developing a leader's
skills as an individual results in asserting human capital, which is also
applicable to developing the school principal as a leader.

The notion of social capital deals with collective leadership through building
networked relationships among leaders with other parties (employees, partners,
etc.), which improve cooperation and resource exchange in creating
organisational value (Day, 2000). Bourdieu (1986), explaining the networked
relationships embedded in social capital, states that networked relationships
embedded in social capital are not naturally inherited or even a socially given
embodiment like a family and friend but "an institutional given one which is
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necessary in order to produce and reproduce lasting, useful relationships that
could secure material or symbolic profits" (p.22). This idea of Bourdieu (1986)
highlights the value embedded in relationships through the interpersonal
exchange in the social capital. There are research studies which support the
positive connection between leadership development and social capital, which
enhances organisational performance. (Van De Valk, 2008; Roberts, 2013;
Subramony et al., 2018). Among them making a self-reflection on the leadership
development and social capital, Van De Valk (2008) state that many have an
"incomplete understanding of the dynamic nature of this relationship and
highlights the lack of sufficient evidence to support a causal assertion that one
leads to the other" (p.47). This underscores the existence of complexities or
nuances that remain unclear, and establishing a cause-and-effect link is
challenging due to insufficient supporting evidence between the two concepts.

In my examination relevant to literature on PD training, provided training, and
the leadership performance of school leaders, | identified that the above four
pairs of concepts were embedded. A careful examination of all concepts
revealed that these concepts are interrelated and difficult to distinguish clearly
by drawing a line. The best example is the difficulty of distinguishing soft and
hard skills, as skills like communication fall into both aspects. Significantly,
within the discussions in the referred studies by myself, these concepts played
a fundamental role in presenting leadership performance, developments, policy
initiatives, and many more aspects. With this understanding, | established four
conceptual pairs as they lay the foundations for my study. With this
understanding, | highlight the significance of providing PD training for novice
principals in their initial leadership role and as serving leaders in the next
section.

3.3 Importance of training in professional development for

novice principals

The PD training establishes a foundation for novice leaders to enhance their
skills, confidence, abilities, and understanding relevant to their role as leaders
within the school context. With this understanding, | present the PD training
designed for novice principals, both in their initial leadership stage and as
serving leaders.

3.3.1 Professional development training in the initial leadership role

The leadership role of a school principal is becoming increasingly complex.
Ashton and Duncan (2013) state that principals, especially novice principals
who are new to the profession, often find themselves unprepared for their
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leadership role. Research frequently employs terms such as ‘isolation' and
'loneliness' (Slater et al., 2008; Sayce and Lavery, 2010; Garcia-Gardufio et al.,
2011), and phrases like 'lost,” 'overwhelmed,” and 'shell-shocked' (Lashway,
2003, p. 2) to express their feelings and experiences during their first year
principalship. These expressions highlight the lack of induction provided to
novice principals for a role that is inherently demanding. It is noteworthy that the
challenges faced by novice principals have been extensively discussed in the
USA, UK, and other parts of Europe (Slater et al., 2008), as well as in Australia
(Garcia-Gardufio, 2011), but there has been a lack of focus on the Asian
context.

Focusing on the induction training provided at the initial leadership roles of
novice principals, Lochmiller (2014) states that induction training provides
critical support for novice principals, which includes supporting novice
principals to socialise (Antonacopoulou, 2010; Gherardi and Perrotta, 2010;
Sayce, 2010; Bush, 2018; Pineda-Baez et al., 2019) and familiarise themselves
with the context (Bush, 2008; Stein, 2016; Susilowati, 2021). The socialisation
of novice principals was discussed as professional socialisation associated with
the formal preparation with induction training at the initial phase of a leadership
role and organisational socialisation associated with familiarising in the school
context after assuming duties as principal (Antonacopoulou & Guttel ,2010;
Bush, 2018; Bonnici, 2021). This socialisation should concentrate on fostering
intrapersonal skills and nurturing internal motivation within novice principals,
including the courage to confront and adapt to the new school context amid
challenging situations. In light of these considerations, the developing of
interpersonal skills, such as effective communication, conversational abilities,
and endearing behavioural traits (Ng, 2015), specifically designed to familiarise
novices with the school context, is essential.

In many contexts, teachers transition into the role of principals (Bush, 2018). In
such situations, the shocks stemming from the career shift (a teacher becoming
a principal) and the professional shift (change in roles and responsibilities) may
overwhelm novice principals. To address this challenge, supporting them by
providing PD training, specifically induction training, especially during their initial
leadership roles, is vital. This emphasises the need for school leaders who can
navigate these challenging shifts in the modern context to create a positive
school culture, address underperformance, articulate a clear mission statement,
empower others, maintain high visibility, and set things right. However, Assan
and Lumadi (2013), in their study, have identified several obstacles, including
loneliness, difficulties with colleagues, challenging routines, administrative
burdens, and contextual problems that novices encounter in their initial
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leadership roles. These challenges may hinder their interest in the profession.
To overcome such challenges, especially in facing the complexities of their
roles, Bush (2018) emphasises that principalship is a specialist profession
requiring specific training. This underscores the importance of offering targeted
training designed for novice principals, aligning with the recommendation to
provide well-designed induction training during their initial leadership roles, as
suggested by Lumadi (2013). Moreover, Bush (2008) states that there is
growing evidence indicating that novice principals face significant problems and
challenges within their first years of assuming the principalship due to a lack of
specific training at the outset. Among these challenges are adjusting to a new
school context, easing into a new role (Ng, 2015), dealing with isolation,
managing time, socialising, facing a lack of feedback, and handling technical
problems (Anderson, 1991). These challenges persist over decades,
underscoring the crucial need for specifically designed induction training for
novice principals in any context. Overall, these aspects illustrate the
complexities that novice principals face during their initial leadership roles.

Conversely, the complexities, challenges, and problems mentioned above raise
the question of what skills these novices lacked in failing to meet these
challenges. An examination of the nature of these problems and challenges
reveals that they lacked the skills discussed in section 3.2 to perform effectively
as leaders and extend their leadership to others. This highlights the necessity
for well-designed induction training to overcome these complexities, challenges,
and problems.

3.3.2 Professional development training for serving leaders.

In discussing PD training, Mizell (2010) states that professionals in various
fields use different terms for this type of training, including staff development, in-
service training, professional learning, PD, or continuing education. Despite
these terminological distinctions, the purpose remains consistent. According to
Hubber (2008), PD training is designed to 'provide various training and
development opportunities for established school leaders, tailored to their
individual needs and those of their schools' (p. 168). Simplifying the definition,
Mizell (2010) states that PD is designed 'to learn and apply new knowledge and
skills that will improve performance on the job' (p. 10). Both definitions highlight
fundamental dimensions: PD focuses on leadership development, addressing
skills and abilities essential for effective job performance, facilitated by
individual leader development, which attends to individual training needs.
Comparing both definitions, the emphasis on leader development for job
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performance is highlighted, making it the primary focus of PD training in
contrast to induction training.

The impact of school leadership is widely acknowledged as a crucial factor
influencing student outcomes (Crow et al., 2008; Leithwood et al., 2008; Jensen
et al., 2017; Bush, 2018) and teacher effectiveness (Steinberg & Yang, 2022).
Therefore, Leithwood et al. (2008) emphasised that school leadership is an
indispensable catalyst for positive school development. To function effectively
as catalysts, principals need to enhance their leadership and professionalism
through participation in PD training. Since no one is inherently brilliant at their
job performance, continuous skill enhancement through PD is necessary
throughout a career. This necessity is particularly relevant for all principals,
especially novice principals who lack experience.

At present, principals face increasingly turbulent and unpredictable challenges
(Jensen et al., 2017). Research conducted in different contexts illustrates that
these challenges vary based on the content. In examining the challenges faced
by novice principals, Saidun et al. (2015) have identified isolation, time
management, lack of position-related knowledge, failure to integrate theories
with real practices, lack of experience in decision-making and problem-solving,
and inability to adapt to the culture at the new school as challenges in Malaysia.
In contrast, Bayar (2016) identifies challenges faced by principals in Turkey,
such as violence, negative attitudes from families toward school, issues with
immigrant students/families, teacher unions, teachers' attitudes and behaviours
toward principals, and increasing undesired behaviours in classrooms/schools.
This illustrates that challenges differ according to contexts, and novice
principals who have completed their induction may face these challenges more
profoundly if they lack experience and training relevant to such situations.
Therefore, the system's task should be to provide PD training for novice
principals to develop their resilience, critical thinking, adaptability, and
leadership skills, thus enhancing schools in changing and unpredictable
contexts (Jensen et al.,, 2017). This not only suggests but also insists on the
need for PD for novice principals after their induction training.

While induction primarily focuses on orienting novices to the profession, PD is
geared towards developing the necessary skills, knowledge, and attitudes
among novice principals to provide better services in the school context (Bush,
2018). This underscores the divergence in objectives between induction and
continuing PD. Despite novice principals' desire to offer their services to the
best of their abilities from the very first day, numerous barriers may exist due to
their lack of experience and knowledge relevant to a principalship. PD, in this

context, serves as an opportunity for novice principals to bridge these gaps and
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evolve into effective leaders, enabling them to provide their services in the most
proficient manner.

While identifying the need for PD training from the novice principals in their
initial leadership role as well as serving leaders, the next section will discuss
how the training programmes were developed internationally in meeting the
needs of novice principals.

3.4 Introduction of leadership standards as a benchmark

In reference to the PD training offered for school leaders globally, it is evident
that numerous institutes, including universities and government-accredited
institutions, provide training for principals. However, studies (Militello et al.,
2013; Doyle and Locke, 2014; Du Plessis, 2017; MoE and NIE, 2018) have
identified the non-existence of a pool of principals who are capable, qualified,
and prepared to serve as replacements in the profession. This challenge is
prevalent in both developed and developing countries. Furthermore, the
complexity of leadership gaps in education is exemplified by the crisis in the
recruitment and retention of school leaders (Militello et al., 2009; MacBeath,
2011) and the frustrations the school leaders experienced (Brown and Militello,
2016). These issues may be attributed to the lack of intrapersonal skills such as
self-motivation, self-awareness, and self-regulation (Day, 2000). Overcoming
these situations highlights the need for strategic, multifaceted solutions to
ensure the sustainability and quality of leadership within educational institutions.

Further, as educational systems become increasingly complex (Ng, 2015), the
need for a structured and comprehensive approach to training school leaders is
recognised (Bush, 2018). The USA and England, two leading nations in the
world before the dawn of the new millennium (Davis et al., 2005; NPBEA, 2015;
Pashiardis and Johansson, 2016), identified the challenging situation and
insisted on the need for professional standards for school leaders. In line with
this recognition, they initiated action since the late 1990s by, developing
professional standards for school leaders to prepare them for facing
unpredictable and turbulent challenges in the new millennium. As a result,
standard-based leadership training emerged as a strategic response which
offers a framework that aligns leadership development as a benchmark and
best practice.

In line with these initiatives, the next section will discuss professional standards
from seven selected countries: the USA, England, Australia, Hong Kong,
Singapore, India, and Sri Lanka as mentioned in table 3.1. The rationale for the
selection of the countries is as follows:
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The USA, England and Australia were selected among the seven countries,
considering their international reputation for having a comprehensive education
system. Among them, the USA and England are significant as they pioneered in
introducing standard-based principal training to the world (Earl, 2012). From the
United Kingdom, England was selected over the other three countries
(Scotland, Wales, and Northern Ireland) as it was the first country to introduce
standards on par with the USA and has one of the most reputed and precise
standards currently in the world. Furthermore, the USA and England also serve
as role models in facilitating the incorporation of modern leadership thinking into
school leadership standards and providing standard-based development
training for school leaders internationally. Additionally, the selection of England
is significant for the Sri Lankan education system, as Sri Lanka still follows the
same education system introduced by the British during colonial times. The
selection of Australia is also significant as it has developed a successful model,
as proven by follow-up research studies.

The inclusion of Singapore and Hong Kong, as developed Asian countries,
could be identified as the two best countries that offer school leadership training
programmes in the world. Furthermore, Singapore and Sri Lanka, both
countries, were roughly equal in the 1960s, but Singapore has since become a
developed country, which may inspire Sri Lanka with its best practices. On the
other hand, India is a regional power within South Asia, whereas Sri Lanka has
continued many collaborations due to their neighbouring states. The selection of
these three Asian countries will facilitate Sri Lanka in overcoming some of the
contextual tensions when identifying their best practices in developing
leadership training programmes by incorporating modern leadership thinking. It
is significant to include these four Asian countries, as they were former British
colonies with similar education patterns and now have their own education
systems. Further, at the initial developments of this study, | chose China for this
study, but | abandoned it due to the complexity of identifying national-level
standards, as many documents are in Chinese and lack international
publications in English and also variables are too many to be able to make a
valid comparison. Instead, | chose Hong Kong, where documents are published
in English. Overall, the selected countries represent situations in the West, East
Asia, and developing South Asia. Examining their systems will help identify
research gaps in Sri Lankan principal leadership training.

In line with the above considerations, the following discussion is based on the
key features embedded in the mentioned standards in the selected countries.
The discussion is structured around the themes that emerged in line with the
key features outlined in Table 3.1, namely:
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e vision, mission, and core values,

e curriculum, instruction, and assessment,

e organisational management and development,

e professional advancement,

e theory and practice of school leadership development.

3.4.1 Vision, mission, and core values

Among the seven countries, American standards have given much emphasis on
Vision, Mission, and Core Values by emphasising that they act as the
foundation principle in guiding school leaders to "advocate high-quality
education and academic success and well-being of each student” (NPBEA,
2015, p.9). To ensure the achievement of these aspects, the American
standards (NPBEA, 2015) provide a detailed guide for principals on areas to
consider, such as developing and promoting a vision for the school on
successful learning, strategic measures to achieve the vision, adapting changes
in achieving the vision, action plans and develop a shared understanding within
the community. These directions provided by the American standards (NPBEA,
2015) are a comprehensive approach to developing visionary leadership
practices within school leaders by introducing effective leadership practices that
contribute to the successful implementation of the introduced.

Interestingly, values within American and English standards are embedded
within the standard of values in the curriculum, instruction, and assessment
(standard 4, NPBEA, 2015) and standards on behaviour, school culture and
curriculum and assessment (DfE, 2020). It's significant that values are
embedded in academic aspects within both contexts, which illustrates that
school leaders should focus on developing values and ethics within students
and teachers.

In order to develop values and ethical behaviours within the students and
teachers, principals need to be ethical leaders in order to design, plan and
develop the values within the school as discussed by Ozan, (2017) and
Ozgenel and Aksu (2021). Conversely, it can be assumed that the ethical
dimensions underpin the standards of behaviour, PD and accountability.
Further, ethical dimensions are related to the intrapersonal skill development of
the school principal as a leader. A leader who respects ethical principles may
contribute to developing a school culture that celebrates diversity, fosters
mutual respect, and prepares students to lead a multicultural and
interconnected world.
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Table 3.1 Professional Standards for school leaders in the 21st century

USA / Standards England / Standards Australia / Model Hong Kong (2018)/ | Singapore (2013)/ | India (2014) / Sri Lanka
Professional National standards of | Australian framework Framework Key Areas (2018)/Framework
Standards excellence for | Professional Standard | Professional

for Educational | headteachers (NSEL) for Principals (APSP) | Standards for School Competency
Leaders (PSEL) Principals (PSSP) domains

1. Mission, Vision, | 1. School culture | The Standard is based | 1. Ethical Enablers — | 5R5M (Five Roles | 1.Perspective on | 1. Quality school
and Core Values (builds on teachers' | on three leadership | of All-round growth | and Five Minds) School Leadership | governance

2. Ethics and | standard 1) requirements: and balance | framework of | 2.Developing Self 2. Positive school
Professional Norms 2. Teaching (builds on » vision and values advancement school leadership | 3.Transforming environment

3. Equity and | teachers' standards 2 * knowledge and | 2. Versatile Architects | development in Teaching-Learning | 3. Effective school
Cultural and 4) understanding of Vibrant learning | the Process management
Responsiveness 3. Curriculum and » personal qualities | organisations 4.Building and | 4. Quality learning
4, Curriculum, | assessment (build on and social and | 3. Visionary Leading Teams outcomes
Instruction and | teachers' standards 3 interpersonal skills. entrepreneurs of 5.Leading

Assessment and 6) These requirements | Educational Partnerships

5. Community of | 4. Behaviour (builds | are enacted through | Transformation and 6.Leading  School

Care and Support for | on teachers' standard | the following five key | Continuous school Administration 6

Students 7) professional practices: | improvement 4

6. Professional | 5. Additional and | 1. Leading teaching

Capacity of School | special educational | and learning

Personnel needs (builds on | 2. Developing self and

7. Professional
Community for
Teachers and Staff

8. Meaningful
Engagement of
Families and
Community

9. Operations and
Management
10.School
Improvement?

teachers' standard 5)
6. Professional
development
match to
standard 4)
7. Organisational
management

8. School
improvement

9. Working in
partnership
10.Governance and
accountability

(some
teachers'

others

3. Leading
improvement,
innovation and
change

4, Leading the
management of the
school

5.  Engaging and
working  with  the
community

!National Policy Board for
Educational Administration
(NPBEA, 2015.)

2Department for Education
(DfE), England (2020)

8 Australian Institute for
Teaching and School
Leadership (AITSL, 2015)

Hong Kong (COTAP, 2018,
p.14)

Leadership in
Education Programme
(LEP)®

Centre for
Leadership

National
School
(NCSL,2014)

MoE and NIE, 2918
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Among the seven countries, the Singaporean model is notable for its significance. It
has evolved by integrating roles, morals, and values within the leader's mindset,
resulting in practical implications. Notably, Tan (2023) emphasised the influence of a
unique set of Singaporean values, in addition to Asian values, on Singapore school
leadership. This uniqueness contributes to the positive results in school performance
achieved by Singaporean principals.

However, it is noteworthy that morals and values were not directly mentioned in the
frameworks of India and SL, two countries with high religious and cultural
considerations. In the Indian context, the Central Board of Secondary Education
(2020) has included moral and ethical dimensions in the training handbooks provided
for school principals. This signifies that state-level training has been designed
considering the ethical dimensions of school leaders. Similarly, the framework does
not directly address morals and values in SL. However, the competency standards
and the assessment rubric for principals' performance have incorporated ethical and
moral dimensions (MoE & NIE, 2018). It is stated that school leaders have a ‘process
in place to develop a collective vision and set of values and beliefs for the school'
(MoE & NIE, 2018, p.8). This indicates principals' competence in developing a
collective vision and values for a school to foster a cohesive learning environment.
Nevertheless, the concern remains about how these values and ethical dimensions
are inculcated within the principals through the provided PD training programmes
within the Sri Lankan context.

In the aforementioned standards, visionary leadership dimensions are synchronised
with many aspects of leadership apart from being ethical. In order to develop and
implement the school's vision and mission, the school leaders should be distributed
leaders who can obtain support from the wider school community. Conversely,
visionary leaders are transformational leaders who implement their vision and
mission and direct and motivate others to achieve the vision through the mission.
Throughout these implementations, the ethical character of the leader is
demonstrated. Significantly, Caldwell et al. (2014) and Goleman et al. (2013)
emphasise this interconnection of visionary, ethical and transformative leadership
within leaders, and Goleman et al. (2013) are in view that ethical leaders are
transformative when achieving their vision.

3.4.2 Curriculum, instruction, and assessment

School principals are the instructional leaders of the school. As an instructional
leader, his/her main task is implementing the curriculum. Arrieta (2021) asserts that
curriculum implementation is intertwined with the responsibilities of instructional
leadership, emphasising the crucial role played by the PD training of school leaders
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in enhancing their leadership abilities in this context. Further, Lunenburg and
Lunenburg (2013), also support the strong relationship between the curriculum-
instructional leadership of a school leader. Significantly, all professional standards
facilitate the curriculum-instructional leadership of school leaders.

The standards demonstrate that all countries have set the scene for encouraging
school principals to develop themselves to enhance positive teaching and learning to
foster educational excellence. In order to foster educational excellence, Hallinger
(2005) states three dimensions of instructional leadership: defining the school's
mission, managing the instructional programme, and promoting a positive school
learning climate that facilitates principals to lead towards academic excellence. To
achieve these aspects, the standards developed by the USA on Curriculum,
Instruction and Assessment (standard 4), Community of Care and Support for
Students (Standard 5), Professional Capacity of School Personnel and Professional
Community for Teachers and Staff (Standard 6 and 7) in the NPBEA (2015)
demonstrate the leadership requirements that principals training programmes should
draw upon within their professional training. Similarly, DfE (2020) has stated that
school leaders should be experts in the areas of school culture, teaching, curriculum
and assessment, behaviour and additional and special educational needs, which
supports novice principals to be instructional leaders by expertise in the three areas
mentioned by Hallinger (2005). Similar to the statements of standards in the USA
and England, the Australian Professional Standard for Principals (2015), the three
leadership requirements facilitate leading teaching and learning by Leading
Improvement, Innovation, and Change, which enhances a positive learning
environment to foster educational excellence.

Significantly, the competency framework adopted in the Sri Lankan context supports
Arrieta’'s (2021) findings regarding the relationship between curriculum and
instructional leadership of school leaders. Under the competency of Quality Learning
Outcomes in the NCFSLM (MoE & NIE, 2018), it is mentioned that school leaders
should acquire skills in curriculum implementation and monitoring, teaching and
learning, assessment and evaluation, and teacher PD (p.12 & 13). This illustrates the
interconnection and interaction not only of curriculum-instructional leadership but
also of visionary, transactional, and transformational leadership within the leadership
roles of school leaders. Significantly, the Five Roles in the Five Minds (5R5M)
framework (Jayapragas, 2016) in the Singaporean context are well-matched for the
effective functions of the combination of leadership styles illustrated in the Sri
Lankan context. Interestingly, the 5R5M framework is embedded with eight concepts
discussed in section 3.2 of this chapter. From a broader perspective, the Five Roles
(Educational, Technical, Human, Symbolic, and Cultural) illustrate the hard skills. In
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contrast, the Five Minds (Ethical, Respectful, Creating, Synthesising, and
Disciplined) illustrate soft skills along with the intrapersonal and interpersonal skills
within a leader.

3.4.3 Organisational management and development

The common feature across the standards of the seven countries is their
interconnectedness. The collective effort of all standards contributes to the
development of effective and efficient school leaders through organisational
management and development. Principals, in pursuit of better organisational
management and development, integrate various resources by performing four
fundamental leadership functions: planning, organising, leading, and monitoring
(Lunenburg, 2010). As Bush (2018) emphasised, this aspect necessitates
specialised training and is a key component of organisational management.

Professional standards in the selected countries highlights the importance of this
training. In the American standards focus on developing management skills related
to resource management, relationship management, technology management, and
strategic management. In England, key areas identified for leaders' development
include “financial, human and educational resource management, strategic planning,
employee relations and risk management” (DfE, 2020, p.20) as highlighted in the
Department for Education's guidelines. In Australia, operational management
functions are viewed innovatively and practically. Australian standards emphasise
the use of "data management methods and technologies to ensure that the school's
resources and staff are efficiently organised and managed to provide an effective
and safe learning environment as well as value for money" (AITSL, 2015, p.17),
thereby broadening the scope of operational management.

The significance of the identified areas is specific and task-oriented, potentially
leading to the development of effective resource utilisation, improved productivity,
better communication fostering a positive learning environment, and goal
achievement during change implementation. More importantly, it adds the critical
lens of leaders for better implementation of the standards after the PD training.

The “Preparation for Principalship Course Framework” has been developed based
on the Professional Standards for School Principals in Hong Kong. Interestingly, the
management component is embedded within all aspects of the Preparation for
Principalship Course Framework in Hong Kong. In the course framework it has

school-
management of teachers”, “class management”, “resources
human resources management”, “staff management”, “integrity

highlighted many areas of management such as “knowledge management”,

based management”,

management’,
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management”,
management” (Education Bureau, 2022). All these integration aspects across all

‘premise management”, “crisis management’, and “conflict

dimensions of the management component focus on preparing future leaders to
manage all facets of the school as an organisation. It is significant that while
accepting the importance of this management aspect for better organisation, studies
conducted by Pang and Pisapia, 2012; Walker, 2014; Li et al., 2016 emphasise the
importance of being critical throughout the process, may considering the multifaceted
nature of the responsibilities expected to perform by the school principals.

Under the domain of effective school management, the Competency Framework
introduced in SL has introduced four areas in which principals should be competent
for better organisational management and development. One specific area is
physical resource management, where principals should be aware of optimal
resource utilisation, infrastructure maintenance, safety and security, environmental
sustainability, and space optimisation in order to ensure a conducive and safe
learning environment in supporting the teaching and learning process. Further,
novice principals are very interested in knowing more about managerial aspects,
which stems from their administrative leadership, which supports their instructional
leadership, as highlighted by Ng and Szeto in 2016.

While ensuring the physical environment, it highlights human resource management,
which leads to ensuring qualified staff perform their professional duties and
establishing various programmes to enhance positive morale within the school
community by the school leaders (MoE and NIE, 2018). This introduction acts as a
guality controller in ensuring the quality of the teaching-learning process within the
school context, facilitating the principals' instructional leadership. Furthermore,
financial management, introduced by the NCFSLM (MoE and NIE, 2018), facilitates
the strategic allocation of resources, including budgeting, planning, and
implementing transparent financial practices, which facilitate strategic decision-
making within the school. Implementing these financial aspects helps build trust
towards school leaders and stakeholders. Finally, information management
facilitates data-driven decision-making, student performance monitoring, and better
communication between parents and officials within the school. Apart from
information management, office management facilitates streamlining academic and
administrative tasks within the school context, as stated in the NCFSM (MoE and
NIE, 2018).

A careful examination of organisational management and development
demonstrated in all standards requires skills that belong to the category of hard or
technical skills that can be measured based on performance. This contradicts the
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idea presented by Katz (1974) that the higher the position needed, the fewer hard
skills. However, in order to implement the mentioned hard skills, it is evident that the
principal's critical thinking, innovative thinking, and multiple intelligence are essential.
In other words, soft skills facilitate the implementation of hard skills.

Conversely, organisational management and development directly demonstrate the
administrative leadership of a school leader. However, the different aspects that the
principals need to administer within the school context linked and facilitate the other
leadership styles, such as instructional leadership and visionary leadership
performed by the school leaders. For example, staff management in Hong Kong or
human resource management in SL leads to ensuring the quality of academic
performance in the school context, which relates to the instructional leadership of
school leaders.

Overall, the above discussion reveals that many countries focus on standard-based
PD. Highlighting the key importance of standards, with reference to the PSEL
introduced in 2015, Murphy et al. state that standards provide the profession with a
powerful platform to understand the content and qualities of educational leadership
work (2017, p. 24). In line with the ideas of Murphy et al. (2017), the above
discussion illustrates how the outline of expected behaviours, skills, and knowledge
that effective school leaders should possess is developed by the educational bodies
in the selected countries. However, the above analysis also reveals that all selected
countries have not followed professional standards as a benchmark in providing
leadership training, although the standard-based approach is internationally
recognised. Sri Lanka, the focus of this study, has developed a competency-based
approach to offering leadership training for school leaders, which significantly differs
from the standard-based approach. The competency-based approach focuses on
identifying and developing specific skills, knowledge, and behaviours which are
essential for leadership within a particular context (Hodge, 2007). Thus, leadership
development should consider developing not only the skills but also the qualities for
a person to be an effective leader (Richards, 2008). Extending this idea, Richards
(2008) argues that a "competency-based framework may not be the most
appropriate tool in leadership development across many organisations" (p. 130) as
behaviourally based competencies address only one aspect of leadership
development. In line with this idea, it is evident that developing competency
standards does not provide any guidance for the development of a leader but rather
gives guidelines on what skills the leaders should perform without developing
leadership within a leader. This is a loophole within the competency-based
framework introduced in the Sri Lankan context.
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3.4.4 Professional advancement

Professional advancement or employee empowerment is crucial for any organisation
as it directly impacts the overall quality of the organisation. In the school context, the
professional advancement of academic staff and school leaders is necessary to
foster academic advancement within the school. Hankins et al. (2020) define
professional advancement as "a process that facilitates, cultivates and affords staff
the opportunity to utilise their talents and positively impact the company” (p.108),
illustrating the importance of the PD of employees for the advancement of both
parties namely the organisation and its employees.

Within an academic context, professional advancement of academic staff and school
leaders is necessary to foster academic advancement. Indeed, the professional
standards for school leaders act as a benchmark for facilitating the professional
advancement of school leaders. The question is how these standards guide school
leaders in this regard.

The seventh standard in the American standards provides a detailed guide on how
principals should maintain a sustainable culture to encourage the academic
advancement of teachers and other professional staff, ultimately contributing to
student development. Similarly, DfE (2020) also provides an extensive guide on
enhancing professional advancement for teachers with a range of PD approaches in
facilitating principals in this regard.

Hairon and Dimmock (2012) state that, within the Anglo-American discourse, this
combination of teachers' and principals' professional advancement called
"Professional Learning Communities" has made positive advancement towards the
PD of both parties. However, according to Hairon and Dimmock (2012), in
"Professional Learning Communities in Asian contexts strong hierarchies have
largely been ignored” (p.405). This is a significant consideration for developing
countries like SL.

The assessment rubric developed by the NCFSLM (MoE & NIE, 2018) for the
evaluation of principals gives a number of key aspects that principals should perform
to ensure the PD of teachers within his/her staff. It offers detailed guidance on how
principals take the lead in the professional advancement of school principals by
providing opportunities to observe teachers' best practices, ensuring the
opportunities for teachers to update with various instructional practices and theories.
However, NCFSLM does not guide how principals should encourage or reflect on
their professional advancement within their career path.
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Furthermore, within the Singaporean and Indian contexts, two strategies have been
introduced to promote the professional advancement of school leaders. In the
Singaporean context, directions have been made for the professional advancement
of principals through the establishment of 'professional learning communities' (Hairon
and Dimmock, 2012; Ng, 2013). In the Indian context, the key area of self-directed
learning encourages leaders to 'reflect on their professional practice and design their
own learning trajectory for professional development' (Malik and Diwan, 2020, p.13).
This approach is particularly beneficial for countries like India with large populations,
where challenges may arise in providing training for every principal. Instead, it
prompts leaders to think strategically about their PD.

However, the Australian model is explicitly different. While professional standards
are developed to foster the development of school leaders, they uniquely emphasise
guiding principals' personal health and well-being. This emphasis is crucial to
managing the complexity of the role and the diverse learning capabilities and actions
required, as illustrated by AITSL (2015). When comparing the standards, it becomes
evident that only the Australian model provides explicit guidance on the well-being of
school leaders—a critical consideration. Notably, school principals face numerous
challenges and difficulties. Overcoming these challenges necessitates careful
attention to their well-being, as highlighted by AITSL (2015).

3.5 Theory and practice of school leadership development

This study intended to examine the PD training needs of novice principals in their
initial leadership role and as serving leaders. In this light, | have examined what
training programmes are offered in the selected countries to meet the PD training
needs of novice principals. This examination identified two types of training provided
at the initial stage of leaders and while they were serving as leaders. In line with this
identification, this section presents the embedded features of the theories and
practices in the selected training programmes by identifying the main features of
selected induction and PD training programmes.

Among the countries examined, Australia, and SL have designed two programmes.
The first programme can be considered as an induction for those who are in their
initial leadership role and, secondly, another PD training while in service. In contrast,
the USA, England, Hong Kong, Singapore, and India have only one programme,
provided at their initial leadership role. The discussion on the theory and practices is
based on five themes in the analytical framework of Walker et al. (2013), forming a
basis for identifying the embedded theory and practice in the selected induction and
PD programmes for novice principals.
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Table 3.2 shows the features of the selected programmes. The analysis of the theory
and practice of school leadership development in the selected countries is presented
in accordance with the features of these training programmes and the empirical
literature of the selected countries.

Table 3.2- Features of the provided PD training programmes
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Induction v v v v v v N
In Service | --- N )
Training
Duration 14M 18M 10D 1Y 2Y ™ 1Y 1M 3M
Maximum
aximd FT PT Per | FT PT | FT PT FT | FT
1Y
Mentoring, N N N N N N N N N
coaching

Face-to-face/ v v v v v v v N v

residential

Online N N N N N
Action learning | v v v v N N N
(via project)

Peer learning \ N N N N J v N
Internship \ N N N J N v N
school visits v N N N N J N N
360° profiling | v v v v v N N
tools

University --- | University Monash
accreditation of Leeds University

and affiliation

Key: FT - Fulltime, PT — Part-time, Y- Year, M — Months, D - Days

3.5.1 Purposes

All the selected training programmes aimed to develop novice principals as leaders.
However, the purpose of the training programmes varied depending on the nature of
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the programme in line with the needs of the local context. Moreover, as England,
Australia, and SL offer two programmes for novice principals, the purpose of the two
programmes differ, while both remain focused on the main goal of developing novice
principals.

Among the programmes, it is significant that the USA, Singapore, Hong Kong and
India have focused on developing school leadership in order to address the
pluralistic nature within the contexts. NYC Leadership Academy (2023) in America
introduced the PD programme for novice principals with the intention of developing
transformational school leaders to uplift the skills of students in poverty and students
of colour. Similarly, India consists of diverse socio-economic backgrounds, which
require diverse school leaders in the context. Therefore, the handbook designed for
principals training for Indian school leaders has focused on the diverse leadership
requirements of diverse categories of school leaders encompassing all stages of
school education (NUEPA, 2014). By drawing attention to the Singaporean context,
they have a much wider but specific purpose: nation-build