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ABSTRACT 

This study evaluates the effectiveness of Jamaica's Aspiring Principals Program, 

APP, administered by the National College for Educational Leadership, NCEL. The study is 

conceptually grounded in the Marzano School Leadership Model and the Tannenbaum 

Model of Training Effectiveness using a mixed-methods analysis of survey responses from 

108 principals who are both APP and non-APP graduates in the seven administrative 

educational regions across the country.  

The study reveals that APP graduates demonstrate significantly higher confidence 

levels in principalship roles in navigating conflict management and decision-making than 

non-APP graduates. A regression analysis shows that APP participation positively 

influences job satisfaction, while extensive administrative responsibilities tend to decrease 

it. Overall, the findings emphasize the transformative impact of the APP on enhancing 

leadership confidence, conflict management skills, and job satisfaction, underscoring the 

importance of continued investment in principal preparation in Jamaica. 

The study underscores the critical need for policy reforms that integrate crisis 

management and adaptive leadership into the training of aspiring principals, ensuring that 

school leaders are well-prepared to navigate especially systems-altering occurrences like the 

COVID-19 pandemic. The study also encourages a licensing regime for principals, 

complemented by continuous professional development, to maintain high leadership 

standards and accountability.  The findings emphasize the value of context-sensitive 

leadership preparation, advocating for a leadership preparation curriculum that blends 

theoretical knowledge with practical experiences tailored to the unique challenges faced by 

Jamaican school principals. 
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               CHAPTER 1 

 

BACKGROUND AND CONTEXT 

 The enduring challenge in Jamaica's education system lies in ascertaining and 

executing optimized solutions for effective transformational school leadership, 

providing high-quality instruction through impactful teaching and learning, and 

improving student achievement and outcomes. The Jamaican Education 

Transformation Commission (2021) and the World Bank (2022) have conducted the 

most recent and extensive analyses highlighting critical issues within Jamaica's 

educational system. These analyses emphasize the urgent need for a fundamental 

shift in addressing challenges related to principal leadership, teacher quality, and 

student outcomes. 

The JETC report revealed disquieting statistics, indicating that 55% of the 

nation's schools were ineffective between 2010 and 2015, with 45% of school leaders 

rated unsatisfactory. These findings were further exacerbated by the disruptions 

caused by the COVID-19 pandemic (Hutton, 2022), compounded by issues of 

accountability and consistency in school leadership. Although there was an 

improvement in school and leadership ratings in 2016, with 63% of schools and 76% 

of leadership rated as satisfactory or above, persistent inconsistencies in data and 

ongoing underperformance in crucial subjects such as mathematics and English 

raised concerns regarding the sustainability of these improvements (Jamaica et al. 

Commission, 2021). 

The World Bank's (2022) assessment stresses the critical role of teaching 

quality in influencing student progress. While teachers with university degrees have 
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shown a positive correlation with learning outcomes, the limited impact of teachers 

trained in teacher colleges suggests shortcomings in pre-service training programs. 

The quality of student outcomes at both primary and secondary levels needs to be 

improved, with significant deficiencies in literacy, numeracy, and employable skills. 

For example, the newly introduced Primary Exit Profile exam saw only 41% of 

students passing mathematics and 49% passing science. In contrast, less than half of 

secondary students passed the CSEC exams with five subjects, including English and 

mathematics. 

In the global educational climate, schools are grappling with a pivotal 

concern of a crisis of relevance (Tichnot-Wagner, 2020). This is acutely pertinent 

within Jamaica's educational system, spotlighting the necessity for robust training of 

school principals to ensure that schools remain consequential and successful in 

meeting contemporary educational demands. Establishing the National College for 

Educational Leadership (NCEL), which offers the Aspiring Principals Program, is 

crucial in addressing serious gaps in school leadership and how the country prepares 

instructional leaders for the school system. However, reported delays in program 

completion rates and inconsistencies in training effectiveness highlight a gap 

between the provided training and school leaders' ability to implement learned 

strategies effectively (Jamaica et al. Commission, 2021; World Bank, 2021). 

Hutton (2022) and Louis et al. (2010) stress the essential role of 

transformational leadership in fostering a conducive learning environment and 

improving school performance. They also stress the importance of continuous 

professional development for principals to equip them with the necessary skills to 
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navigate the complexities of educational leadership effectively. Richardson et al. 

(2016) emphasize that the role of school principals has undergone significant 

transformation in recent decades, evolving into a more complex and demanding 

position. Principals are now tasked with additional responsibilities as instructional 

leaders, including catering to the diverse needs of students in a multicultural society 

and integrating technology into educational settings (Farley et al., 2019).  

Chan et al. (2019) highlight principalship's multifaceted and challenging 

nature across the global educational landscape, revealing a profession that navigates 

complex responsibilities, barriers, and supports. Principals, for instance, from diverse 

contexts, including China, Poland, Turkey, Hungary, Ghana, and the United States, 

share the common task of steering their schools toward achieving educational goals 

while managing the practical realities of school operations. Their major 

responsibilities, as emphasized by Chan et al. (2019), span from goal setting and 

public relations to cultivating school culture and ensuring the school's efficient 

organizational functioning... The Aspiring Principals Program in Jamaica prepares 

aspiring principals to manage the complexities of school leadership, balancing 

educational guidance with operational management while fostering community ties 

and financial acumen. 

The work of Chan et al. (2019), which is corroborated by Hutton (2022 and 

Darling-Hammond (2022), resonates with the objectives of the Jamaican aspiring 

principals' program, emphasizing the need for strong leadership that can transcend 

local and global barriers. The study highlights school principals' universal challenges 

and the necessity for support and strategies tailored to each unique context. In the 
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case of Jamaica, such insights underscore the importance of the aspiring principals' 

program in fostering leadership skills that are responsive to both global educational 

trends and the specific needs of the Jamaican school system. 

Effective principals are pivotal in enhancing student performance (Grissom et 

al., 2019; Hutton & Johnson, 2017). Whether centralized or distributed, leadership 

aspires to establish conducive conditions within organizations to support high-quality 

teaching and enhance learner outcomes. This function relies on granting individuals 

in leadership roles the autonomy to make discretionary decisions (Leithwood et al., 

2020). Recent alterations in educational policies, such as the implementation of 

rigorous teacher evaluation systems and heightened external accountability 

measures, have raised expectations for principals to foster positive school 

environments, innovative teaching approaches, and improved student achievement 

(Liebowitz & Porter, 2019). 

Purpose of the Study 

This research project examined the evolving domain of educational 

leadership, specifically preparation for principalship in the Jamaican education 

system. Acknowledging the pivotal role of school principals as architects of the 

future of education, as delineated by Day et al. (2020), this research pivots on the 

premise that aspiring principals are the keystones for the resilience and progressive 

trajectory of educational systems and organizations. Aspiring educational leaders 

poised to assume this important position are critical to the education system's 

sustainability and growth (Bush & Glover, 2014). To ensure their readiness and 
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effectiveness, numerous programs and initiatives have been developed to provide 

aspiring principals with the necessary knowledge, skills, and experiences.  

The linchpin of educational advancement, particularly in the context of 

Jamaican schools, hinges on the efficacy of training paradigms that mold future 

principals, which is a critical determinant of scholastic directionality and student 

outcomes, the latter being the ultimate barometer of success (Darling-Hammond et 

al., 2007). The Aspiring Principals Program, APP  in Jamaica, is a recent system 

undertaking to endow future school leaders with the competencies to navigate 

contemporary educational leadership's complexities (Hutton, 2022). It is expected 

that the training programs for individuals aspiring to become school principals in 

Jamaica should play a critical role in shaping the direction and success of schools, 

including student outcomes, which is the most important (Darling-Hammond et al., 

2007). Jamaica has a dearth of empirical insights concerning the APP's effectiveness 

in achieving its foundational goals and optimizing leadership preparatory processes 

(Sazali, 2006).  

This investigation extended its analytical lens to global literature, especially 

from Western Hemisphere counterparts, to fortify the understanding of this pivotal 

domain that constitutes the nucleus of our scholarly pursuit. Research is needed in 

Jamaica that focuses on the effectiveness of educational leadership preparation. 

There is a paucity of empirical research on whether the Aspiring Principals Program 

meets its set objectives or the most effective way to prepare and nurture aspiring 

educational leaders (Sazali, 2006).  
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The scholarly debate on the effectiveness of educational leadership 

preparation is polarized, with some research underscoring a beneficial relationship 

(Clifford et al., 2016; Corcoran et al., 2012; Fuller et al., 2011), yet there exists a 

conspicuous vacuum of systematic empirical evidence correlating preparatory 

programs with post-graduation impacts—a lacuna in the knowledge base of 

leadership preparation (Donmoyer et al., 2012; Fuller & Hollingworth, 2016; Orr & 

Orphanos, 2011; Young et al., 2009). Although controversial, Levine's (2006) 

seminal critique of school leadership preparatory programs is upheld for its 

exposition of the programs’ inadequacies in priming aspirants for the rigors of 

educational leadership. While there may be some disagreements with Levine's 

findings, most critics agree with his assessment that these programs often 

inadequately prepare and support aspiring school leaders in taking on the demanding 

role of school leadership (Versland, 2013).  

This critique, coupled with widespread disapproval over the robustness and 

support within these programs (Harris & Jones 2015), accentuates the imperative for 

enhancement strategies in the development of educational leaders. This research 

distilled the recurrent themes that have animated critiques of leadership preparatory 

training and applied them to scrutinizing Jamaica's APP (Creighton & Jones, 2001; 

Levine, 2006; Mitgang, 2012; Tondeur et al., 2012). Mitgang's (2012) critical 

dissection of the selection and development of potential school leaders in the United 

States exposes an overemphasis on academic credentials at the expense of evaluating 

core attributes like resilience, integrity, and commitment to collaborative progress. 

This oversight, as Mitgang (2012) suggests, has occasionally permitted entry to 
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individuals more inclined towards personal gain rather than to the substantive 

enrichment of educational leadership. 

This critique echoes the complexities and challenges permeating leadership 

training programs' fabric (Hutton, 2022; Versland, 2013) in the United States and 

Jamaican education. The evaluation of the APP in Jamaica will not only address 

these critical issues but also attempt to unravel the intricacies surrounding the 

selection and nurturing of aspiring school leaders. 

Overview of the Aspiring Principals Program 

The Jamaica's Task Force on Educational Reform (2004) recommended that 

all principals receive ongoing school management and leadership training from 

authorized institutions. Hutton (2016) asserts that the establishment of the National 

College of Educational Leadership (NCEL) in 2011 directly resulted from concerns 

regarding the perceived inadequacies in the quality and efficacy of leadership 

demonstrated by principals within the educational system. The primary objective of 

the NCEL is to cultivate and bolster the proficiency of educational leaders who can 

establish and maintain successful schools, thus making a valuable contribution to the 

nation's advancement. The strategic objectives encompass several key areas, namely 

facilitating the availability of proficient school administrators, emphasizing 

leadership in school enhancement and student achievement, and delivering education 

policy, research, data, and best practices to offer superior and cost-efficient services 

(Hutton, 2022). 

Regarding the program's structure, the Aspiring Principals' Program 

necessitates a minimum of 120 contact hours distributed throughout four modules, 
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each consisting of 30 hours. Hutton (2022) states that field-based practicum is 

included in the curriculum, spanning 30 to 45 hours. The four modules encompass 

transformational leadership, instructional leadership, community leadership, and 

organizational leadership. As of March 2021, the National College of Educational 

Leadership (NCEL) has provided training to 733 aspiring principals throughout 

seven cohorts. Out of the total number of individuals who received training, 535 

individuals, or 73 percent, were identified as females, while 198 individuals, or 27 

percent, were identified as males. See Table 1.1 for the details. 

Table 1.1. Cohort 1-7 of Aspiring Principals Trained by NCEL between 2014 and     

                              2021 

Cohort Male % Female % Total 

1 16 36 28 64 44 

2 28 25 85 75 113 

3 21 22 76 78 97 

4 34 30 80 70 114 

5 32 31 71 69 103 

6 37 32 80 68 117 

7 30 21 115 79 145 

Total 198 27 535 73 733 

Adapted from Hutton (2022). 

Professional Qualification for Principalship, PQP 

Professional Qualification for Principalship (PQP) is the cornerstone 

credential of the Aspiring Principals Program. This program's conception is deeply 

informed by pivotal findings from the Ministry of Education, Youth (MoEY) reports. 

It encapsulates priorities from education transformation policy documents and 

insights from the National Education Inspectorate's reviews across eight essential 

areas of school effectiveness. It benchmarks from the Jamaica Teaching Council’s 

Professional Standards for Educators (Smith, 2015). Stewart (2022) asserts that a 
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twofold philosophy underpins the PQP: it outlines the principles for preparing future 

principals. It delineates the capabilities necessary for school leadership in Jamaican 

educational settings. Acknowledging the imperative for principals to engender and 

sustain transformative shifts within school cultures, the program is structured around 

key management and leadership competencies deemed essential for the 

principalship. The APP is structured into five core compulsory modules (Perkins, 

2022; Stewart, 2022).  

1. Four foundational theoretical modules provide 30 hours of intensive learning on 

competencies critical for principalship success: Transformational Leadership, 

Instructional Leadership, Organizational Leadership, and Community Leadership. 

These modules are facilitated by the School of Education at the University of the 

West Indies, Mona, Jamaica, and typically last over five sessions, except for the 

instructional leadership module, which unfolds across six sessions. 

2. A practical field experience module, administered by NCEL and appraised through a 

collaborative effort of NCEL's internal team and external evaluators engaged by 

NCEL. This component is a crucial aspect of the program's integrity, ensuring the 

seamless integration of theoretical knowledge with practical application, and is a 

reflection of the Competency-Based Education and Training (CBET) ethos—that 

proficiency should be demonstrated in actionable skills pertinent to workplace 

demands. 

Additional professional development courses—Academic Writing, Public 

Speaking, Interviewing Skills, Leadership and School Policy, and Child-Friendly 

Schools—were incorporated into the program in 2018.  
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While these non-credit, one-day courses are not mandatory, they are highly 

recommended for participants' personal and professional development (Stewart, 

2022). 

The responsibility of program delivery is shared between the School of 

Education and the Mona School of Business and Management at The University of 

the West Indies, Mona, with NCEL managing the Field Experience component. The 

APP is implemented in two geographic cohorts, one in Kingston, Jamaica, and the 

other in Montego Bay, Jamaica. In 2019, Cohort 5 marked a significant milestone, 

graduating 90 students who all received their PQP (Perkins, 2022). 

Leading School Culture and Performance – The Jamaican Context 

The consequence of school leadership in shaping school success is widely 

acknowledged. Hutton (2019) and Deal and Peterson (2009) contend that the central 

role of school leadership in determining school performance is well-established. In 

their study, Marzano et al. (2001) criticize the inconclusive results of previous 

studies on the effect of school leadership on student academic performance. The 

extensive meta-analysis covering 35 years of study reveals that school leadership 

significantly impacts student achievement, ranking second only to the influence of 

teachers.  

Deal and Peterson (2009) emphasize the critical role of leaders in building 

the culture of educational institutions through the articulation of principles, effective 

communication of the school's vision, and recognition of accomplishments.  
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Evans (2001) argues that in Jamaica, the principal represents the wider school 

administration, taking responsibility for establishing a vision and creating an 

atmosphere that sets the tone for the entire school. According to Evans (2001), the 

principal's behavior, language, and sincere commitment to the well-being of students 

and the creation of favorable learning environments can inspire teachers and parents, 

encouraging them to maintain standards and collaborate towards shared goals. 

Hutton et al. (2021) draw attention to leadership issues in various schools within the 

Caribbean region. In their evaluation of the Jamaican education system, the Task 

Force on Education Reform emphasized some essential conditions necessary for 

achieving school success. The dominant feature is an initiative-taking principal who 

demonstrates strong leadership abilities and the efficient handling of teaching duties 

by principals, vice principals, and heads of departments (Davis, 2004). 

In the Jamaican educational setting, there have been reports that raise 

concerns about the effectiveness of principal leadership. These reports suggest the 

country's school leadership is inadequate (Hutton, 2022). According to Davis (2004), 

the Task Force on Education Reform acknowledged the increasing reliance on 

Education Officers and the lack of initiative-taking involvement by principals and 

school boards (p. 71). Hutton (2019) studied the performance of Jamaican school 

principals and found that just over 12 percent of the 1,082 principals in the education 

system were classified as 'high-performing' principals. 

The Evolution of Principal Training in Jamaica 

The preparation and training of principals in Jamaica have always been 

intricately linked with teacher training institutions. According to Hutton (2022), 
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many Jamaican principals acquired their initial pedagogical training at educational 

institutions such as Mico University College in Kingston, Jamaica. While the 

educators did not receive explicit training in leadership, a significant number of them 

subsequently accepted leadership positions (Hutton, 2022). Ferguson (2023) 

highlighted a significant chronology of early developments, citing the importance of 

school leadership and management and the associated needs of training incumbents, 

including the publication of the Lumb Report in 1898. It recommended that school 

management be included in the teacher training curriculum and the crown colony 

government committee, which recommended additional training of teachers above 

the A1 grade, resulting in principalship (Ferguson, 2023; Hutton, 2022). 

In 2002, a notable advancement was achieved in the explicit training of 

principals, facilitated by a partnership initiative between the Ministry of Education 

and Mount Saint Vincent University in Halifax, Canada. The partnership resulted in 

the development of a specialized Diploma in School Management designed 

specifically for elementary school principals (Hutton, 2022). The project persisted 

until 2005, at which point St. Joseph's Teachers' College in Kingston gained a more 

prominent position in the program's execution, providing training for the majority of 

principals. St. Joseph's Teachers' College assumed a central role in training educators 

by integrating two additional institutions, namely Sam Sharpe Teachers' College and 

the College of Agriculture, Science, and Education (CASE), into its educational 

initiatives.  

The program consisted of five sub-components and was discontinued in 2009 

due to financial limitations. The University of the West Indies provided a 
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supplementary program to educate secondary school administrators. This program 

includes six modules, as well as practicum and research components. Funding 

limitations discontinued it (Hutton, 2022). In response to a recommendation of the 

Task Force on Education Reform (Davis, 2004), a series of modifications were 

enacted to ensure that all principals get ongoing training in school management and 

leadership from authorized schools. The establishment of the National College for 

Educational Leadership (NCEL) was initiated by the Ministry of Education in 2012. 

Its primary objective is to design and implement educational programs catering to 

the needs of existing and prospective school administrators. According to Hutton 

(2022), the creation of the NCEL and its extensive array of training initiatives, such 

as the Aspiring Principals Program (APP), has constituted a significant endeavor 

aimed at effectively tackling the issue of school leadership at a national level. 

Jamaica and the Aspiring Principal Program 

 The National College for Educational Leadership (NCEL) was established to 

focus on training and offering support to school leaders in pre- and in-service 

positions to navigate the dynamics of educational leadership (Hutton, 2019). This 

initiative, overseen by the Ministry of Education and Youth, helps to improve school 

leadership and management to improve student learning outcomes. The program 

delivery is guided by a quality assurance plan (QAP) to ensure transparency and 

effectiveness, aligned with the principles of its quality assurance framework from 

2013 (Ferguson, 2023).  

The Aspiring Principals’ Program (APP) is a core component of NCEL, 

designed to prepare individuals for school leadership roles. It includes theoretical 
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modules covering essential competencies for successful principalship and a practical 

field experience module. In 2018, non-credit professional courses were added to 

address soft skills. The selection process for the APP involves shortlisting and 

interviews, focusing on attracting mid-career professionals seeking career 

advancement (Ministry of Education and Youth, 2015).  The NCEL Reports on 

Cohorts 5, 6, and 7 show that the selection process has effectively attracted 

candidates from diverse backgrounds, and the interview stage received positive 

feedback. Most applicants hold bachelor's degrees or higher, and the program's 

consistency in attracting applicants over the years suggests its effectiveness for 

career advancement (Stewart, 2022). Regarding program delivery, the APP 

traditionally had face-to-face sessions on weekends but transitioned to online 

delivery due to the COVID-19 pandemic.  

The transition to online platforms like Moodle and Blackboard Collaborate 

was well-received, with facilitators reporting increased participant engagement. 

Technical assistance and access to lecture notes contributed to a smooth transition. 

Some facilitators suggested maintaining a blended modality even after the pandemic. 

The report provides valuable insights into the effectiveness of the Aspiring Principals 

Program and highlights areas for improvement, such as ensuring consistency in data 

(Ferguson, 2023).  

This study's major contribution is exploring the critical aspects of leadership 

preparation and evaluation, contributing to the ongoing conversation about how best 

to prepare and assess educational leaders in today’s modern educational context 

(Hess & Kelly, 2007).  
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Through an in-depth analysis of existing literature, empirical research, and 

policy considerations, this study offered insights and recommendations to inform the 

future of leadership development in education. By exploring participants' perceptions 

and examining quality assurance findings, this study was designed to expose the 

strengths, weaknesses, and potential areas for enhancement within the Aspiring 

Principals Program.  

Investigating the nexus of experiential learning, pedagogical strategies, and 

the evolving demands of modern education, this research sought to provide an in-

depth understanding of the program's impact and effectiveness (Grissom et al., 

2021). Amid the ever-evolving domain of education, understanding the effectiveness 

of pre-service educational leadership preparation becomes paramount for fostering 

capable leaders who can navigate the intricate challenges of educational institutions 

(Darling-Hammond, 2007; Hess & Kelly, 2005). This study intends to contribute 

valuable insights to the ongoing discourse on educational leadership, informing 

future iterations of the Aspiring Principals Program and guiding the refinement of 

pre-service programs to cultivate leaders primed to make meaningful impacts on the 

educational realm.  

Through a rigorous examination of perceptions and quality assurance 

findings, this research strives not only to evaluate the present effectiveness of the 

Aspiring Principals Program but also to lay the foundation for the continual 

improvement of leadership preparation programs in Jamaica, thereby enhancing the 

leadership domain of educational institutions for years to come (Hutton & Johnson, 

2017: Smith 2015). 
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Problem Statement 

In Jamaica, as in many other countries, the quality of school leadership plays 

a significant role in the education sector.  

Literature highly supports the idea that effective educational leadership is 

essential for shaping academic performance and the overall success of schools, as 

supported by Bush and Glover (2004) and Valentine and Prater (2011). In the 

Jamaican context, to address the pressing need for strong educational leadership, 

Jamaica introduced the Aspiring Principals Program, as mentioned previously. There 

is an urgent need for a thorough evaluation of the program's effectiveness. This is 

because ever since the training program was established, no studies have provided 

empirical information to understand the training program’s effectiveness. This 

research was the first baseline study to examine the Aspiring Principals Program’s 

impact on educational leadership using a mixed methods analysis of perceptions and 

quality assurance findings.  

Jamaica's Aspiring Principals Program (APP) represents a significant 

improvement in preservice leadership development, aligning with research 

emphasizing leadership development's importance in education (Grissom et al., 

2015; Hallinger et al., 1996; Hallinger et al., 2010). Currently, the APP is 

instrumental in fostering the skills and talents of individuals responsible for leading 

educational institutions ( Perkins, 2022; Stewart, 2022). Although the APP occupies 

a strategic position in Jamaica's educational landscape, it has not been extensively 

assessed to determine whether it adequately prepares participants for educational 

leadership challenges. It is unclear whether the program adequately prepares 
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individuals for the complex challenges associated with leadership roles in 

educational institutions in the twenty-first century (Donmoyer et al., 2012; Fuller & 

Hollingworth, 2016; Hutton, 2022; Orr & Orphanos, 2011).  

There exists a conspicuous deficiency in the evaluative methods, 

characterized by a specific absence of understanding of the viewpoints of the 

participants and the unity of the APP with quality assurance requirements in Jamaica.  

This gap highlights the need for a systematic evaluation that can provide a 

comprehensive knowledge of the impact of the APP on the growth of educational 

leaders in the country (Robinson et al., 2008). The matter holds significant 

importance, necessitating a thorough examination of the program's influence on its 

graduates' readiness level (Darling-Hammond et al., 2022; Grissom et al., 2021; 

Leighwood et al., 2020). Using an evidence-based evaluation framework makes it 

possible to discern areas that require refinement, consequently enhancing the training 

of educational leaders. Conducting such an assessment will guarantee that the APP 

remains adaptable to the evolving needs of Jamaica's education sector, improving 

efficacy in cultivating capable administrators who adhere to set standards of quality 

(Hutton, 2022; Hutton & Johnson, 2017; Leithwood et al., 2004; Smith, 2015). 

Importance of Quality Principal Preparation – The Challenges and Concerns 

Research continues to stress the principal’s capacity needs to be built to meet 

the demands of today’s ever-changing school environment (Carbaugh, 2018; 

Carbaugh & Marzano, 2018; Marzano et al., 2005; Seashore et al., 2010; Swensson 

& Lehman, 2021). School principals must be effectively prepared for their new posts 

(Darling-Hammond et al., 2007; Theoharis & Scanlan, 2020; Young & Crow, 2016). 
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In today's educational landscape, prospective school principals are expected to 

highlight their proficiency in a wide range of specialized skills.  

For example, in the United States of America, the skills required by 

principals are detailed in the National Educational Leadership Preparation (NELP) 

Standards for Building-Level Leadership Preparation, as defined by the National 

Policy Board for Educational Administration (NPBEA, 2018).  

According to a study by Young et al. (2018), familiarity with the NELP 

Standards improves principal candidates’ abilities to lead collaboratively and 

effectively to ensure that student outcome becomes a certainty (Young et al., 2018).  

Boyland et al. (2019) found that principal alums and superintendents viewed 

the university's principal preparation program positively and aligned with the NELP 

Standards. The unanimous recommendation from principal alums indicates high 

satisfaction with their preparation. The study also highlights the importance of 

continuous improvement in leadership education programs based on feedback from 

those who have experienced them. Some other studies have also examined the 

specific qualities or practices that make some school leaders more effective than 

others. Strong instructional leadership by the principal is a significant variable in 

promoting student achievement (Drummond, 2019; Hallinger, 2011; Seashore et al., 

2010). This includes creating conditions that strengthen teaching and learning 

school-wide and recognizing and commending individuals who demonstrate 

commitment to outstanding teaching and learning (Thompson, 2017). 

In addition to instructional leadership, effective principals set high student 

achievement and behavior standards while developing positive and caring school 
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climates (Louis et al., 2010; Swensson & Lehman, 2021). Effective principals 

understand how to create a vision that focuses on learning in a safe and cooperative 

environment while cultivating leadership in others, supporting teachers, and being 

skillful managers (Edition, 2013).  

There is clear and mounting evidence that effective principals who emphasize 

instructional leadership, establish vision and high standards, employ best practices 

and strong management skills, and develop collaborative relationships can improve 

school conditions, heighten student outcomes, and even turn around failing schools 

(Branch et al., 2013; Bryk, 2010; Drummond, 2019; Leithwood et al., 2004; 

Seashore et al., 2010; Swensson & Lehman, 2021). 

As the body of research regarding the importance of quality school leadership 

has grown, so has the call for higher-quality principal preparation (Anderson et al., 

2018; Darling-Hammond et al., 2007; Perrone & Tucker, 2019). The quality of 

preparation that candidates receive is effective (Anderson et al., 2018; Young, 2015), 

and specific program attributes, such as faculty quality, program rigor, program 

relevance, and internship quality, have been found to have a significant impact on 

graduates’ standards-based leadership learning (Ni et al., 2019).  

However, concerns have been raised that some principal preparation 

programs are mired in the past as expectations for principals have evolved in recent 

years, and the role has expanded to include more responsibilities, generating new 

questions about how to define, prepare, and evaluate principals (Osterman & Hafner, 

2009; Perrone & Tucker, 2019; Young, 2015). Also, a recent expansion in the 

number of principal preparation programs in the United States has raised concerns 
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about variations in the quality and rigor of some programs (Grissom et al., 2019; 

Perrone & Tucker, 2019).  

A report supported by the Wallace Foundation suggested that many district-

level leaders were unhappy with the preparation of principals (Mendels, 2016).  

Questions have been posed about some preparation programs being 

disconnected from the field and inadequate in preparing candidates for the authentic 

and inclusive school leadership needed in an increasingly complex and diverse 

society (Kemp-Graham, 2015; Theoharis & Scanlan, 2020). Based on these 

concerns, researchers and practitioners in P-12 administration have called for school 

leaders to be better prepared to improve schools and serve all students, including 

ethnically, racially, and linguistically diverse students (Osterman & Hafner, 2009); 

students living in poverty (Dudley-Marling & Dudley-Marling, 2020); students with 

disabilities (Theoharis & Scanlan, 2020); and students who identify as LGBTQ or 

otherwise gender diverse (Kemp-Graham, 2015).  

The NELP Handbook clarifies, "Strong preparation of school leaders includes 

attention to the learning and needs of all students’ sub-groups as well as individual 

students” (NPBEA, 2018, p. 7). Educational leadership faculty members can use the 

NELP Standards to guide curricular and pedagogical developments. This research-

based knowledge, skills, and practices promote strong school leadership preparation 

designed to improve learning and school conditions for all P-12 students. 
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Enhancing the Efficacy and Evaluation of Jamaica’s APP 

 The National College of Educational Leadership (NCEL) evaluation reports 

provide a thorough analysis of the Aspiring Principals Program (APP). These reports 

discuss the positive feedback received by the program and identify areas that require 

improvement to enhance its effectiveness and ensure participant satisfaction. 

According to Ferguson (2023), the APP programs have been well received, as 

evidenced by several strengths, such as the thorough end-of-course evaluations and 

surveys of the administrative process.  

The evaluation report highlights crucial aspects that demand urgent consideration to 

maintain the program's brilliance and relevance within the educational sphere. 

According to Stewart (2022), a significant obstacle that has been observed is 

the absence of consistency in the course outlines and participant guides, impeding 

the ability to make meaningful comparisons. The lack of a universally accepted 

structure has delayed the efficient assessment process and prevented the precise 

measurement of program efficacy. The earlier research underscores the requirement 

of enhancing training methodologies for the practicum, emphasizing the importance 

of providing consistent benefits to all participants in the program, regardless of their 

cohort (Darling-Hammond et al., 2022; Grissom et al., 2021; Southerland et al., 

2018;) It is worth noting that approximately 20 percent of participants in the 

Aspiring Principals Program fail to finish the program successfully. 

Ferguson’s (2022) review highlights the importance of implementing a more 

comprehensive strategy for documenting course completion. It argues for adopting a 

more nuanced and precise methodology to monitor the development of participants 
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effectively. The reports also examined external communication tactics, suggesting a 

transition towards a more thorough approach to sharing information with other 

stakeholders instead of selectively providing extracts.  

The reports stress the importance of augmenting facilitator reports with 

exemplary assignments to improve the thoroughness of the assessment of the 

program's efficacy (Ferguson, 2023; Stewart, 2022). The increasing prevalence of 

virtual learning has brought attention to the need for a timely assessment of students' 

experiences with Moodle and Blackboard Collaborate, particularly in the setting of 

the educational landscape following the COVID-19 pandemic. 

 

Harmonizing Instructional and Operational Leadership – A Critical Imperative 

for Aspiring Principals 

Dufour and Marzano (2011) advanced the notion that authentic instructional 

leadership demands a thorough understanding of the interconnectedness of 

pedagogical instruction, curriculum delivery, and student assessment to significantly 

optimize student learning and outcomes. This, in effect, distinguishes the principal 

leader simultaneously as an operational leader, which Dufour and Marzano (2011) 

describe as a school principal operating in varying roles to assure high school 

functionality, which includes culture, ethos, safety, and security, learning climate, 

administrative oversight and financial management. 

The Marzano Focused School Leader Evaluation Model, updated in 2018 

(Carbaugh, 2018; Carbaugh & Marzano, 2018), demonstrates an unambiguous 

connection between operational and instructional leadership notions, which aspiring 

principals would benefit from. This approach promotes a balanced combination of 
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instructional expertise and operational skills for promoting student learning 

(Carbaugh & Marzano, 2018). The alignment described is significant in Jamaica's 

educational system, as principals are now expected to show expertise in using data 

and managing complex operations to implement school improvement projects and 

programs effectively while ensuring positive student outcomes. 

The model promotes data-driven techniques, urging school leaders to utilize 

data to establish and achieve school development goals (Carbaugh, 2018). This 

aligns effectively with Jamaica's educational agenda, which prioritizes evidence-

based practices and is important to the instructional leadership component of the 

Aspiring Principals Program.  

Prospective principals may utilize this emphasis to develop and execute 

methods to improve student achievements, especially in settings with limited 

resources when maximizing educational results is of utmost importance (Carbaugh & 

Marzano, 2018). This strategy not only improves the quality of training but also 

guarantees that leadership decisions are well-informed and focused. 

Professional development is a fundamental aspect of the updated Marzano 

Model, reflecting the developmental philosophy of Jamaica's Aspiring Principals 

Program. The model's focus on the Continuous Development of Teachers and Staff 

highlights the need for leaders to foster a culture of growth through reflection and 

customized professional development programs. This ensures that all educators are 

prepared to meet the varied needs of students (Carbaugh & Marzano, 2018; 

Southerland et al., 2018). Continuous learning is essential for Jamaican educational 

leaders navigating complex and ever-changing educational situations. 
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The model provides a framework for aspiring principals in Jamaica to 

develop crucial skills in instructional and operational leadership, addressing the two 

key areas of responsibility. The emphasis on operational leadership is especially 

relevant, involving managing resources and collaborating with district and external 

stakeholders. These factors are crucial in the Jamaican context, where the allocation 

of resources and engagement with stakeholders significantly impact educational 

outcomes (Carbaugh & Marzano, 2018). 

The Marzano Model stresses the importance of fostering a community 

characterized by compassion and cooperation in educational institutions. This aspect 

is especially relevant in Jamaica, where active community involvement and a 

supportive school environment tremendously influence student success (Hutton, 

2016; Hutton & Johnson, 2017; Hutton, 2022; Hutton et al., 2021). The strategy 

corresponds with the Jamaican educational system's purpose of developing strong 

relationships that go beyond school boundaries by ensuring that school 

administrators create an inclusive atmosphere where the opinions of all stakeholders 

are appreciated (Carbaugh & Marzano, 2018). The Marzano Focused School Leader 

Evaluation Model provides a valuable framework for developing effective school 

leadership in Jamaica. It aligns with the mission of the Aspiring Principals Program 

to equip leaders with the necessary skills to address the complex challenges of 

educational administration. 
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Principal Preparation and Job Satisfaction 

The impact and long-term influence of principal preparation on job 

satisfaction is an emerging area of research, particularly for programs aimed at 

aspiring principals, such as the Aspiring Principals Program (APP) in Jamaica. Berry 

and Reardon (2022) underscore the implication of leadership training and 

administrative experience in preparing individuals for the principalship, describing 

these components as integral to what they refer to as "sponsored mobility" (p. 30). 

Using Turner’s (1960) conceptual framework, Berry and Reardon, who studied the 

career trajectories of black principals, argue that active participation in district or 

school-sponsored programs is crucial for successfully transitioning into leadership 

roles. Berry and Reardon (2022) also assert that such preparation equips future 

principals with essential skills and enhances their job satisfaction by fostering a 

sense of competence and support in their roles. 

Mickelsen (2023) explored the correlation between principal preparation and 

job satisfaction, focusing on assistant principals. His findings indicate that effective 

preparation programs significantly influence a principal's ability to manage job 

demands and maintain a positive outlook. Mickelsen (2023) also suggests that 

principals who undergo comprehensive preparation are better equipped to navigate 

the complexities of school leadership, which leads to higher job satisfaction. 

Aneselmus et al. (2022) examined the role of self-efficacy in principal job 

satisfaction, discovering that principals who are confident in their abilities are more 

likely to experience job satisfaction. This confidence, or self-efficacy, the researchers 

contend, enables principals to manage the challenges of their roles more effectively, 
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significantly reduces stress, and increases their commitment to their schools, 

providing a sense of reassurance and confidence. 

Drummond and Halsey (2022) focused on rural school leadership and 

principals' unique challenges in these settings. Their research found that rural 

principals who receive formal preparation before assuming their roles report higher 

levels of job satisfaction. The APP's objective of providing comprehensive and 

targeted training for all aspiring principals, regardless of their future school context, 

is essential for ensuring that principals are equally prepared and satisfied in their 

roles, whether they are in urban or rural settings (Darling-Hammond et al., 2022; 

Grissom et al., 2021; Hutton, 2022; Perkins, 2022; Stewart, 2022,). 

Program Quality Insights from the Aspiring Principals Program, APP 

The Aspiring Principals' Program (APP) is a cornerstone in advancing 

educational leadership to equip emerging school leaders with the requisite skills and 

insights for effective administration (Perkins, 2022; Stewart, 2022).  

The program's reported progressive adaptation to the evolving demands of 

educational leadership integrates current best practices and feedback from a broad 

spectrum of stakeholders, offering a curriculum that merges theoretical knowledge 

with practical implementation. Stewart (2022), for instance, emphasizes the 

program's engagement with case studies, simulations, and firsthand experiences, 

which are instrumental in preparing candidates for the multifaceted nature of school 

leadership roles. 

The APP's commitment to continuous enhancement is further evidenced 

through its rigorous quality assurance protocols, including participant feedback, 
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performance evaluations, and independent reviews, as detailed by Perkins (2022) and 

supported by quality assurance reports for cohorts 5 through 7. These measures 

ensure that the program remains congruent with both national and global educational 

standards, highlighting a structured approach to upholding excellence. Hutton (2022) 

and Hutton and Johnson (2017) declare that APP has had a notable impact on 

educational leadership, documenting noteworthy advancements in leadership 

competencies, decision-making capabilities, and strategic thinking among program 

graduates. Such outcomes elevate the confidence and effectiveness of these 

individuals as leaders and position them to enact meaningful changes within their 

schools. 

The program needs support with scalability, resource allocation, and meeting 

the diverse needs of its participants. Stewart (2022) elaborates on the necessity to 

tackle these issues to broaden the program's reach and improve its efficacy for a 

more comprehensive array of aspiring principals. As compiled across the documents, 

feedback from stakeholders reflects a positive view of the program's value and 

impact but also signals the importance of continuous dialogue, adjustment, and 

continued research in response to the changing educational landscape. The 

comparative analysis undertaken by Perkins (2022) places the APP in a broader 

context, benchmarking it against similar international initiatives. This comparison 

highlights the APP's distinctive contributions, areas ripe for development, and the 

potential for cross-border collaboration. 

  UWI (2023), Stewart (2022), and Perkins (2022) advocate for further 

research and the program's evolution, with a particular focus on incorporating digital 
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technologies, extending accessibility to underserved groups, and fortifying support 

for graduates as they transition into leadership roles. The quality assurance studies by 

Stewart (2022) and Perkins (2022) provide a foundation for evaluating the Aspiring 

Principals' Program's effectiveness in influencing educational outcomes and 

leadership competencies. This research study scrutinized the degree to which the 

APP has succeeded in its objectives thus far since its inception in 2012, focusing on 

the program's stimulus on school leadership quality and the resultant educational 

improvements and student outcomes.  

Insights into program areas needing enhancement and participant job 

satisfaction will also be crucial. This will lead to research questions probing the 

relationship between the APP's training, student’s educational achievement and the 

practical leadership abilities exhibited in educational settings, the program's 

adaptability to participant needs, and the impact of such training on job satisfaction 

among principals who have been certified in the program. 
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           CHAPTER 2 

 

LITERATURE REVIEW 

 

Conceptual framework 

The conceptual underpinnings of this study are situated within the Marzano 

Focused School Leader Evaluation Model (Carbaugh, 2018; Carbaugh & Marzano, 

2018; Narinesingh, 2020; Southerland et al., 2018) serving as a framework to 

scrutinize the leadership attributes, behaviors, and attitudes of principals. This model 

categorizes leadership behaviors into six domains and twenty-one elements, 

facilitating self-assessment and professional development among school leaders 

within the paradigm of ongoing leadership development (Cook, 2002). 

Embedded within empirical research, the Marzano Model delineates a 

principal's influence on student achievement by fostering a professional community 

conducive to effective instructional practices, thus impacting student learning 

outcomes. It underscores the impact of leadership practices aimed at enhancing 

teachers' instructional abilities, thereby emphasizing the pivotal role of school 

leaders in cultivating a culture of continuous learning and performance enhancement 

among students (Narinesingh, 2020). 

In the context of Jamaica's educational landscape, particularly within policy-

driven initiatives like the Aspiring Principals Program (APP), evaluating leadership 

behaviors and their consequences on desired outcomes resonates with the theoretical 

constructs of the Marzano Model. Leithwood et al. (2003) advocate for an 

understanding of leadership's indirect effects on outcomes, mediated through factors 
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like classroom dynamics and school climate, aligning with the multifaceted approach 

of the Marzano framework towards effective leadership and school improvement. 

Murphy et al. (2006) reinforce that leadership behaviors significantly 

influence student achievement outcomes. The Marzano Model accentuates the 

importance of fostering teacher development through constructive feedback and 

meaningful interactions between school leaders and teachers (Carbaugh, 2018; 

Carbaugh & Marzano, 2018), highlighting its relevance in the context of the APP 

and its objectives of preparing future educational leaders. Within the Marzano 

framework, leadership behaviors are depicted as catalysts for nurturing a positive 

school culture conducive to student success. Through elements such as setting clear 

goals, modeling effective teaching practices, and fostering collaborative 

relationships, aspiring principals are poised to contribute towards enhancing student 

achievement outcomes, thus aligning with the overarching goals of the APP 

(Carbaugh, 2018; Carbaugh & Marzano, 2018; Southerland et al., 2018) 

The Marzano Model underscores the importance of continual improvement 

and reflection in leadership practices. Aspiring principals enrolled in the APP stand 

to benefit from ongoing feedback loops and professional development opportunities 

to refine their leadership skills, echoing Leithwood et al.'s (2003) assertion that 

leadership behaviors indirectly shape outcomes through iterative adjustments to 

classroom strategies and school operations. The theoretical lens offered by the 

Marzano Model suggests a comprehensive framework to examine the impact of 

leadership behaviors within the context of educational leadership programs like the 

APP. In recognizing the indirect pathways through which leadership influences 
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outcomes and the mechanisms for fostering teacher development, as demonstrated by 

Leithwood et al. (2003) and Murphy et al. (2006), this study endeavors to deepen 

understanding of effective principal preparation leadership developing and capacity 

building practices in Jamaican educational settings. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Marzano School Leadership Model and the Aspiring Principals Program 

The intersection of the domains of the Marzano School Leadership Model 

(Carbaugh, 2018; Carbaugh & Marzano, 2018) and the foundational modules of the 

Aspiring Principals Program (APP) forms a cohesive framework for the development 

of effective aspiring school leaders and evaluate educational leadership preparation 

in Jamaica (See Table 3.1). The APP's module on Transformational Leadership is 

imperative in fostering an environment where core values are articulated and lived 

by school community members. This module prepares leaders to inspire and 

Figure 2.1: Theoretical Frame of Evaluating the Effectiveness of the Aspiring Principals 

Program. It seeks to explore leadership and school attributes in their role in shaping academic 

achievement.  
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motivate staff and students, creating a culture of high expectations and shared 

responsibility for school success (Perkins, 2022; Stewart, 2022). It aligns with the 

Marzano domain of fostering a Community of Care and Collaboration, emphasizing 

the importance of building trusting relationships and a strong school community 

where stakeholders feel valued and supported. 

The Instructional Leadership module directly supports the Marzano domains 

of Instruction of a Viable and Guaranteed Curriculum and A Data-Driven Focus on 

School Improvement. Aspiring principals learn to lead and support teachers in 

implementing effective instructional practices aligned with a rigorous and relevant 

curriculum. This module emphasizes using data to inform teaching and learning, 

ensuring that instructional decisions are based on evidence of student achievement 

and school performance (Perkins, 2022; Stewart, 2022). 

Community Leadership in the APP addresses the vital role of the principal in 

engaging with parents, families, and community members. This module aligns with 

the Marzano Community of Care and Collaboration domain, focusing on developing 

partnerships supporting student learning and well-being. Aspiring principals are 

taught effective communication and collaboration strategies with stakeholders, 

fostering a sense of shared responsibility for student success (Perkins, 2022; Stewart, 

2022).  

The Organizational Leadership module prepares aspiring principals to 

manage school resources efficiently and effectively. This encompasses not only 

financial and physical resources but also human resources. It aligns with the 

Marzano domain of Resource Management, highlighting the importance of strategic 
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planning, budgeting, and staffing to support the school's educational goals and 

improve student outcomes. 

The Practical Field-Based Component of the APP serves as a capstone 

experience, allowing aspiring principals to apply their learning in real-world settings 

across all Marzano domains.  

This firsthand approach ensures that participants can integrate and apply the 

principles of Transformational, Instructional, Community, and Organizational 

Leadership coherently and effectively, preparing them for the multifaceted role of an 

effective school leader (Perkins, 2022; Stewart, 2022;). See Table 2.1 for further 

details. 
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Table 2.1. Demonstration of the relationship between the outcomes of the Aspiring 

Principals Program (APP) and the six domains of the Marzano School Leadership Model 

(Carbaugh, 2018; Carbaugh & Marzano, 2018; Perkins, 2022; Stewart, 2022;) 

 

 

Marzano School 

Leadership Model 

 

Aspiring Principals 

Program 

 

Connection 

1. A Data-Driven 

Focus on School 

Improvement 

Instructional 

Leadership 

Focuses on using 

data to inform 

curriculum 

implementation and 

improve school 

performance. 

2. Instruction of a 

Viable and 

Guaranteed 

Curriculum 

Instructional 

Leadership 

Emphasizes guiding 

effective teaching 

practices and 

ensuring a robust 

curriculum. 

3. Continuous 

Development of 

Teachers and Staff 

Transformational 

Leadership, 

Instructional 

Leadership 

Encourages the 

development of 

teachers through 

inspiration, 

motivation, and 

effective 

instructional 

guidance. 

4. Community of 

Care and 

Collaboration 

Transformational 

Leadership, 

Community 

Leadership 

Builds a supportive 

school culture and 

engages with the 

community to foster 

collaboration. 

5. Core Values 
Transformational 

Leadership 

Promotes the 

establishment and 

adherence to core 

values, inspiring the 

school community. 

6. Resource 

Management 

Organizational 

Leadership 

Involves strategic 

management of 

resources to support 

educational 

objectives. 
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Understanding the  Conceptual Framework 

The concepts from Tannenbaum’s Model of Training Effectiveness 

(Tannenbaum et al., 1993; Tannenbaum & Yukl, 1997) were adopted to explore the 

APP's effectiveness. Tannenbaum’s process model was chosen for this study as his 

model took into account both individual and organizational variables that were 

overlooked in most studies and showed clearly how these critical factors play a 

significant role in training effectiveness (Holton, 2005; Tannenbaum et al., 1993). 

Tannenbaum's Model of Training Effectiveness framework distills how training can 

be successful and impact individuals and organizations. It consists of four levels: 

Level 1: Reaction: This level focuses on how participants feel about the training. Did 

they like it? Did they find it interesting? Did they think it was relevant to their job? 

This level measures the trainees' immediate response and satisfaction. 

Level 2: Learning: This level assesses what participants have learned from the 

training. Did they acquire new knowledge and skills? Can they apply what they've 

learned in their job? Level 2 looks at the knowledge transfer from the training to the 

workplace. 

Level 3: Behavior: This level examines whether employees apply what they've learned 

daily. Are they using new skills and knowledge on the job? Are there observable 

changes in their behavior or performance? 

Level 4: Results: Level 4 evaluates the overall impact of the training on the 

organization. Did the training result in positive outcomes, such as increased 

productivity, better quality, higher sales, or improved customer satisfaction? This level 

connects the training to the broader goals and success of the organization. 
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Adapted from Tannenbaum et al (1993); Tannenbaum (1997) 

 

● Reaction: These measures show how learners have responded to the training, 

including the critical aspects of the activity, such as utilizing reviews, questionnaires, 

or talking to participants to get honest feedback on the training experience. 

● Learning: It measures what the trainees have learned and how much knowledge 

they have gained. 

● Behavior This indicates how trainees apply the learned information and how it has 

impacted their performance and attitude. 

● Results The last aspect is the ‘why’ part of the training. It captures the differences in 

participant behavior before and after the program. It includes outcomes the 

organization has determined favorable for both business and employees. 

Tannenbaum's model of training effectiveness suggests that various 

individual and organizational factors play a crucial role in determining how effective 

training programs are (Tannenbaum, 1993). Individual factors include demographic 

characteristics, attitudes, self-belief (self-efficacy), abilities, and attitudes such as 

locus of control, motivation, anxiety, and more. Organizational and situational 

factors involve aspects like the overall organizational climate, the process of 

selecting trainees, the purpose of the training, organizational policies, and the nature 

of tasks. These individual and organizational pre-training factors influence the 

identification of training needs, guiding the training program's design. This design 

includes considerations like the content of the training, how it's delivered, who 
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provides the instruction, and the teaching methods employed (Tannenbaum et al., 

1993; Tannenbaum, 1997). 

The interplay between these pre-training factors and the training design 

affects the motivation of trainees to learn. This motivation subsequently impacts the 

learning process and how trainees change their behavior during training.  

After the training, motivational factors, like those existing before training, 

influence the trainees' motivation to apply what they have learned on the job (Berry 

& Reardon, 2022; Southerland et al., 2018). The initial training moderates the 

effectiveness of this transfer of learning to real-world job performance needs 

analysis. According to Tannenbaum et al. (1993), achieving organizational 

effectiveness because of training depends on how well the training addresses the 

relevant organizational, individual, and task-related needs. They emphasize that 

training effectiveness cannot be fully optimized without considering these individual 

and organizational factors, no matter how well-designed the training program may 

be.  

These factors have often been overlooked but have significantly impacted 

training effectiveness (Noe, 1986; Tannenbaum & Yukl, 1992). This research 

specifically aimed to investigate the individual factors that influence training 

effectiveness, recognizing their importance in enhancing the outcomes of training 

programs. 

 

Review of Literature 

 A systematic review of empirical work is essential to position the research 

within the wider academic domain. This section will examine existing literature, 



  

38 

 

summarizing and critiquing relevant studies and scholarly contributions. This critical 

analysis aims to identify gaps, contradictions, and emerging trends that warrant 

further investigation. This research as designed to shed light on what is known about 

the leadership preparation program, offering valuable insights for decision-makers, 

academic institutions, and stakeholders invested in the continuous improvement of 

educational leadership and the enhancement of Jamaica's education system. A 

systematic and well-structured literature review is a pivotal foundation for pursuing a 

thorough examination of the effectiveness of the Aspiring Principals Program in 

Jamaica.  

This study explored the major aspects of the Aspiring Principals Program in 

Jamaica. It investigated the perceptions of the preservice training program from its 

participants and the quality assurance findings that show its effectiveness. The 

critical examination of this program was the central focus of this study, as the 

competence (Bringle et al., 2013) and preparedness of educational leaders impact the 

overall educational experiences of students and the advancement of schools (Cross et 

al., 2015).  

As such, understanding the strengths, weaknesses, and areas for improvement 

within the program is essential for enhancing the quality of educational leadership 

preparation and the educational outcomes of students (Bush & Jackson, 2002). By 

synthesizing the perspectives of the program's participants with the insights drawn 

from quality assurance evaluations, this study aimed to provide a holistic 

understanding of the Jamaica Aspiring Principals Program’s effectiveness.  
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This study’s purpose was to highlight the implications of the findings for the 

broader field of pre-service educational leadership preparation, paving the way for 

evidence-based improvements and innovations in shaping the educational leaders of 

tomorrow. Effective school leadership has long been recognized as a pivotal factor in 

shaping student achievement and the overall quality of education (Cheney & Davis, 

2011).  

Two critical questions have emerged at the forefront of educational 

discourse: how can we best equip school leaders for the dynamic challenges of the 

21st century, and how can we accurately assess their effectiveness in an evolving 

educational domain (Day et al., 2020)? These concerns have led to increased policy 

attention on evaluating APPs and holding them accountable for their effectiveness, 

including holding them accountable for the outcomes of program graduates (Cheney 

& Davis, 2011). 

This study examined these pressing issues mentioned above and shed light on 

the complex relationship between leadership preparation and evaluation in 

educational leadership (Crawford et al. 2014). It is documented that the role of 

school principals has undergone a profound transformation (Bush & Jackson 2002).  

Principals were traditionally acknowledged as overseers and enforcers of 

discipline, but today's school principals take on a multifaceted position (Hutton, 

2016). This position goes beyond traditional administrative duties to include strategic 

planning, financial oversight, adherence to legislation, execution of educational 

reforms, and the pivotal task of improving student performance (Medina, 2008).  
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The educational community acknowledges the pivotal impact of school 

leaders on the learning environment, but the methods of preparing them for this 

multifaceted role have been a subject of intense debate and scrutiny (Casavant & 

Cherkowski, 2001; Donmoyer et al., 2012; Levine, 2005; Ni et al., 2017; Orr & 

Barber, 2007). Throughout the 20th century, formal educational leadership programs 

were established to provide training for aspiring school principals. Research has 

shown that these programs have often struggled to keep pace with the evolving 

demands of principalship (Butler, 2008; Duncan et al., 2011; Fleck, 2008; Hernandez 

et al., 2012; Lashway, 1999, 2003; Levine, 2006, 2005; Lynch, 2012; Miller, 2013; 

Reed & Kinsler, 2010). Some scholars have argued that the disconnect between 

leadership preparation and the changing demands of the role has raised concerns 

about the effectiveness of the training programs in adequately equipping future 

school leaders (Darling-Hammond et al., 2022). 

The Impact of Educational Leadership Preparation on Academic Outcomes 

 The starting point of our discourse is the literature looking at APP and 

academic performance outcomes in schools. There is literature on the importance of 

leadership and management concerning educational outcomes, as demonstrated by 

studies worldwide (Bush & Jackson, 2002). It has also been asserted that leadership 

makes a difference in the school’s ability to improve by influencing the motivation 

of teachers and the quality of teaching in the classroom (Rahimah, 1981; Hargreaves, 

1994). Pre-service educational leadership preparation has drawn debate over its 

effectiveness, with various standpoints being presented by different stakeholders 

(Rowan et al., 2015). From one angle, individuals contend that these instructional 
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courses have tremendous value for potential education leaders since they impart 

knowledge on both theoretical and practical aspects regarding managing learning 

institutions, coupled with firsthand internships that enhance their expertise (NPBEA, 

2001; Peterson, 2002).  

Conversely, critics argue against this school of thought, claiming that the 

instructional courses do not sufficiently prepare protégés for real-life situations or 

challenges specific to managing learning institutions effectively, such as inequality 

or diversity considerations. Many studies and reports highlight the slow pace of 

adaptation of preparation programs (Grogan & Andrew, 2002; Hess & Kelly, 2005). 

Sammons (1995 identified eleven factors for effective schools and asserted the 

importance of the leadership factor. Sammons claims that almost every single study 

of school effectiveness has shown primary and secondary leadership as a key factor. 

The Influence of Principal Preparation on Instructional Leadership 

 Shelton (2021) outlines how principal preparation programs (PPPs) in 

educational leadership significantly equip nascent principals with the skills needed to 

affect student progress positively. The study by Shelton identifies six fundamental 

practices in PPPs, emphasizing the impact of competencies, including data analysis, 

offering observation feedback, and fostering professional learning groups. These 

components are crucial for fostering the growth of instructional leadership skills in 

aspiring principals. Shelton's qualitative research reveals the common deficiencies in 

these programs, such as the need for more focus on overseeing non-instructional 

procedures and developing soft skills crucial for smooth leadership transitions.  
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Grissom et al. (2021) discuss the crucial role of the principal in creating a 

positive learning environment and promoting collaboration among educators. They 

claim that effective instructional teamwork, led by the principal, is associated with 

improved student achievement. These researchers recognize principals as crucial 

components of educational institutions, using impactful techniques to promote 

formal collaboration and participatory leadership.  

Scholars stress that intangible assets, such as time allocation and external 

social capital, are equivalent to material assets in educational leadership. Principals' 

time management skills are linked to their efficacy and ability to use strategic 

scheduling to enhance teaching and learning. Grissom et al. stress the importance of 

principals actively participating in the broader community, which they connect to 

better educational results, particularly in literacy. This engagement involves tactics 

that enhance family involvement and community integration, such as establishing 

parent liaison roles and supporting staff-led home visits. This helps build strong 

relationships and improves access to school resources.  

Shelton (2021) and Grissom et al. (2021) stress the importance of principal 

preparation programs in providing future leaders with essential instructional 

leadership abilities for student success. These studies indicate that PPPs should 

prioritize acquiring hard skills in instructional leadership and developing softer skills 

like relationship-building and systems management. The training of principals is a 

complex process that involves developing various abilities and understandings to 

meet the ever-changing requirements of educational leadership. 
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Principal Preparation Programs and Student Achievement  

Darling-Hammond et al. (2022) contend that it is difficult to establish a clear 

link between principal preparatory programs and patterns in student achievement and 

outcomes. The issue stems from the scarcity of studies that fulfill the required 

characteristics, such as sufficient duration, comprehensive control measures, and a 

suitable comparison group, which are crucial for accurate and significant 

comparisons.  

Darling-Hammond et al. (2022) reason that there is strong empirical evidence 

in some compelling studies conducted over the last ten years that there could be a 

strong correlation if carefully evaluated. 

Cosner et al. (2012) conducted a distinct examination to analyze the enduring 

results of a primary preparation program at the University of Illinois. This program 

was specifically tailored to equip aspiring leaders to govern and oversee elementary 

and high schools in low-income metropolitan areas. Throughout 11 years, they 

uncovered compelling results. The main findings indicate that 72% of elementary 

schools, which program graduates headed, and 60% of secondary schools, also led 

by program graduates, regularly exceeded the average student growth gains set by 

the state. Significantly, these favorable disparities started to appear in the initial 

years of principals' incumbency in these positions (Cosner et al., 2012). In addition, 

schools led by University of Illinois alums showed superior performance compared 

to district norms in vital educational areas, such as student attendance rates in 

elementary and secondary schools.  
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Secondary schools demonstrated exceptional performance in freshman on-

track rates, high school graduation rates, and annual dropout rate reductions, 

surpassing the district norms. Out of the initial eight groups, 96 participants who 

successfully finished the residency program witnessed 65 persons assume the role of 

urban school principals in only four years, with most of them working in schools 

with high needs. In addition, according to Cosner et al. (2012), 30 individuals who 

completed the program accepted positions as district administrators or assistant 

principals. 

Gates et al. (2014) conducted a seven-year study on the New Leaders 

Aspiring Principals Preparation Program.  

This one-year residency program is implemented in ten Baltimore, Charlotte, 

Chicago, Memphis, Milwaukee, New Orleans, New York, Oakland, Prince George's 

County, and Washington D.C. school districts. The extensive investigation produced 

vital results that suggest a correlation between leadership training and student 

performance. The study by Gates et al. (2014) found that children who attended 

schools under the leadership of New Leaders principals achieved higher academic 

progress than students in schools headed by non-New Leaders principals in the same 

districts. Nevertheless, as posited by Darling-Hammond et al. (2022), the degree of 

these advancements in academic performance exhibited notable disparities 

throughout the examined districts. In four districts, students in schools under the 

leadership of New Leaders principals demonstrated better positive outcomes on at 

least one metric compared to students in schools led by principals from other 

programs.  
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In contrast, pupils in four other districts exhibited less favorable outcomes on 

at least one indicator. In the two remaining districts, specifically Chicago Public 

Schools and New York City Public Schools, there were modest and statistically 

insignificant changes in achievement. Both of these districts had principal 

preparation programs similar to New Leaders, which makes it improbable to identify 

significant distinctions (Darling-Hammond et al., 2022). The results indicate that the 

support mechanisms within the school environment and the administrators' 

experiences, in addition to the actual preparation, may impact student achievements 

(Gates et al., 2014). 

Corcoran (2012) assessed New York City's Aspiring Principals Program 

(APP), a 14-month residency program with a rigorous admissions procedure 

separated into three sections. The study uncovered no significant performance 

differences between schools led by APP Principals and those headed by new 

principals from alternative programs.  

These findings are noteworthy for Darling-Hammond et al. (2022) because 

APP principals frequently took on leadership positions in underperforming schools 

that had previously shown more pronounced declines in student achievement before 

the change in the principal, compared to the schools used for comparison. According 

to Corcoran (2012), principals who underwent APP training exhibited more 

substantial progress than their counterparts from other programs.  

In a subsequent study two years later, Corcoran (2014) investigated a school 

district in the midwestern United States where the National Institute for School 

Leadership's Executive Development Program (NISL-EDP) was being assessed. The 
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study's objective was to examine the hypothesis that students enrolled in schools 

under the leadership of principals who received training from NISL-EDP would 

achieve similar average improvements in mathematics and reading compared to 

students in schools led by principals who did not get NISL-EDP training. In 2014, 

the children in the control group achieved superior results in reading and 

mathematics compared to their counterparts, who were led by principals educated in 

NISL-EDP. 

Advancements in Educational Leadership Development 

Herman et al. (2022) afford insights into the University Principal Preparation 

Initiative (UPPI). This significant leadership preparation endeavor took place from 

2016 to 2021 involving seven universities: Albany State University, Florida Atlantic 

University, North Carolina State University, San Diego State University, University 

of Connecticut, Virginia State University, and Western Kentucky University. This 

project significantly influenced the restructuring of principal preparation programs 

through close collaboration with district and state educational entities to adjust 

curricula to meet the changing requirements of educational leadership.  

These universities made significant advancements in curriculum design by 

integrating academic knowledge with practical leadership experiences, supported by 

strong mentoring programs.  

The UPPI significantly impacts the creation of unified cohort structures, 

promotion of peer collaboration, and development of supportive learning 

environments essential for fostering future educational leaders. The developments 

represented progress but also revealed issues related to scalability and inclusivity, 
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leading to the continuous adoption of strategic and flexible approaches to improving 

the program (Herman et al., 2022). 

Cosner and De Voto (2023) point out a national trend in Principal Preparation 

Programs (PPPs) focusing on improving clinical experiences for future principals. 

This trend reflects a national movement towards prioritizing experiential learning 

and the practical application of leadership skills in educational leadership 

development, influenced by policy-driven reforms and increased program 

improvement networks and funded projects.  

Districts increasingly acknowledge the need for on-the-job support, such as 

mentoring and coaching, to improve principals’ instructional leadership skills. This 

change aligns with studies showing that competent principals influence student 

performance (Leithwood et al., 2004). Gwinnett County Public Schools offers 

programs that give customized support for new principals, helping them establish 

collaborative learning settings and foster positive transformations in their schools 

(Gill, 2019).  

The Wallace Foundation's Principal Pipeline Initiative highlights the impact 

of supervisor participation in giving practical feedback and promoting instructional 

leadership abilities (Goldring et al., 2018; Wallace Foundation, 2016). This changing 

method indicates a shift from conventional models of principal oversight, 

highlighting a more thorough comprehension of principal assistance as essential to 

enhancing instruction (Turnbull et al., 2016). Investing in on-the-job support may 

involve extra expenses. However, as demonstrated by the changes observed in 

schools such as Meadowcreek High School under Tommy Welch's guidance, the 
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lasting advantages highlight its importance in fostering cooperative school 

environments and enhancing student results (Gill, 2023). 

Criticisms of Principal Preparation Programs 

Shelton (2021) emphasizes significant areas for improvement in current 

Principal Preparation Programs (PPPs), especially in non-instructional systems 

administration and the development of interpersonal skills crucial for effective 

leadership. The deficiencies he highlighted could hinder prospective principals from 

smoothly transitioning into their posts and may affect their ability to improve student 

outcomes. Shelton (2021) supports a comprehensive overhaul of principal training, 

promoting a combined method that combines theoretical understanding with 

firsthand, experiential learning to provide candidates with the necessary skills to 

manage the complex difficulties of school leadership.  

Grissom et al. (2021) emphasize the continuous need for leadership program 

improvements to align with current best practices despite significant progress made 

since the early 2000s. Their study emphasizes shortcomings in the UPPA program, 

identifying specific areas that require enhancement in the training curriculum. The 

gaps cover many talents, from the practical knowledge of operational processes like 

budgeting and facility maintenance to the more subtle soft skills needed for 

successful change management and cultural leadership.  

Moving from assistant principal to principal is recognized as a significant 

obstacle not covered well by present training procedures. Grissom et al. (2021) 

suggest that a thorough revamp of training methods could more effectively equip 

incoming principals for the complex reality of their positions. In a survey of 1,006 
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public school superintendents and 925 public school principals, (Farkas et al., 2003) 

found that 72% of superintendents and 67% of principals agreed that administrative 

preparation programs are “out of touch with the realities of what it takes to run 

today’s school district.” Further, 95% percent of the principals surveyed reported that 

colleagues and previous on-the-job experiences were more helpful in preparing them 

for their jobs than graduate school (Farkas et al., 2003). Yet, these criticisms of 

preparation programs are not something new.  

Principal preparation programs have received public scrutiny for decades. For 

example, in 1960, the American Association of School Administrators (AASA) 

called the preparation of school leaders a “dismal montage” (Creighton & Johnson, 

2002). A 1987 report by the National Commission on Excellence in Educational 

Administration (NCEEA) recommended closing 40% of the nation’s 505 

administrative preparation programs, claiming they lacked the resources and 

commitment to offer a quality program. In a study by Pinder (2017), the 

methodology involved interviews with in-service principals to explore their 

perceptions of their pre-service principal preparation programs. The findings suggest 

potential gaps in the training these programs provide, which could be further 

explored in future research to improve the effectiveness of school leadership 

preparation (Pinder, 2017). Another study by Mulford and Silins (2003) found a 

significant gap between expectations and reality when preparing educational leaders.  

Findings from the qualitative study conducted by Darling Hammond et al. 

(2007) showed that most education schools do not provide adequate training for 

aspiring school leaders. Conversely, some studies state that leadership programs can 
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be effective if they are designed properly. For instance, a meta-analysis conducted by 

Marzano et al. (2001) found that leadership development programs with a clear focus 

on instructional leadership were more likely to impact student achievement 

positively.  

Also, while there are differing views on the effectiveness of educational 

leadership preparation, there is room for improvement in current programs. As noted 

by Mulford and Silins (2003), "continuous professional development opportunities" 

(p. 186) should be provided to ensure that aspiring leaders are better equipped for 

their roles. Donmoyer et al. (2012) pursued a mixed-methods study to investigate the 

relationship between student success, principal behavior, and the quality of principal 

preparation programs in a large U.S. school district. The findings of this study 

demonstrated a strong and noteworthy connection between these variables. Robinson 

et al. (2008) and Marks and Printy (2003) emphasized the importance of instructional 

leadership in improving student learning, finding that its influence surpasses that of 

transformational leadership. This underscores the necessity for conducting more 

extensive and thorough investigations in this field (Leithwood et al., 2004; Pounder 

et al., 1995).  

Grissom et al. (2019) raised apprehensions over the inconsistency in the 

caliber of principal preparation programs affiliated with universities. The proponents 

advocated for the use of program outcomes as a means of ensuring accountability for 

public-private partnerships. However, they acknowledged the difficulty in accurately 

identifying consistent high or low performers. The study conducted by Darling-

Hammond et al. (2007) provided evidence of an advantageous association between 
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the quality of preparation and work performance. The researchers differentiated 

between exceptional programs and what Levine (2005) termed "cash-cow" programs 

with a dominant position in the field. In a study undertaken by Pannell et al. (2016), 

a comparison was made between the main preparation programs in Mississippi, 

specifically examining the differences between traditional and alternate route 

programs. Remarkably, the researchers discovered no statistically significant 

difference in academic performance outcomes among students enrolled in either of 

the two program types. 

Walker et al. (2013) examined five leadership programs in global districts 

known for their success in the Program for International Student Assessment (PISA). 

Australia, Canada, Hong Kong, Singapore, and the United States were among these 

jurisdictions. Although the Program for International Student Assessment (PISA) 

results do not establish a clear correlation between leadership preparation and 

effectiveness, they are noteworthy policy indicators. These results have the potential 

to stimulate international competitiveness and motivate the implementation of 

educational reforms. These programs were discovered to share similarities, but they 

also display significant variations in their methodologies (Walker et al., 2013). These 

differences encompass a spectrum of factors, including explicit program structures, 

the nuanced utilization of instructional tools, and the distinction between programs 

mandated by government bodies and those designed by program developers. In a 

sweeping critique of educational leadership preparation in the United States, Levin 

(2005) concluded that the programs consistently failed to meet the established 

criteria for many important quality indicators such as the curriculum structure, 
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faculty composition, admission criteria, alignment of degrees with relevant 

standards, management of financial resources, and evaluation methods.  

Levin (2005) also analyzed the financial aspects of these programs in 

academic institutions, highlighting how they could compromise educational quality. 

According to his study, universities sometimes provide insufficient funding for these 

programs or utilize them as revenue-generating entities, then reallocate the funds 

generated to other programs within the university.  

According to Farkas et al. (2003), a notable percentage of principals believed 

that graduate institutions' leadership programs were disconnected from the practical 

aspects of school leadership. Hess and Kelly (2007) scrutinized the instructional 

content provided by a stratified sample of 61 leadership preparation programs across 

the United States. Their qualitative study revealed noteworthy gaps in the programs 

and questioned the alignment of these programs with the evolving demands of 

modern education. The findings suggested that the current curricula may not 

adequately prepare graduates to navigate the complexities and demands of an 

educational landscape marked by heightened accountability. 

Using descriptive and inferential data, Styron and LeMire (2009) reported 

that a significant majority of principals, at 77%, affirmed their readiness in key 

aspects of their profession—student achievement, school management, and 

communication—as instilled by their preparatory programs. This level of 

preparedness, while substantial, was noted for its divergence from earlier findings 

(Hess & Kelly, 2007; Levine, 2005), motivating the researchers to advocate for a 
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more focused effort within university programs to equip future principals with the 

skills necessary to serve special populations effectively. 

Research in Principal Leadership Programs and the Shifting Landscape 

Darling-Hammond et al. (2022) reviewed comprehensive preparation 

programs and concluded that they regularly yielded positive results in enhancing 

graduates' leadership competencies. These programs, according to Darling-

Hammond et al. (2022), were found to have a positive impact on various complex 

leadership skills, including effectively managing personnel, adeptly identifying and 

solving issues in educational settings, leading groups of teachers, showing expertise 

in strategic planning, and actively engaging in collaborative decision-making 

processes.  

Beard (2018) advanced the emerging engaged school leadership theory to 

analyze data on the qualities of effective training programs and the use of positive 

psychology concepts (such as flow, Engagement, organizational virtuousness, 

enabling structure, and achievement) among principal licensure students in the 

Midwest region of the United States. Beard (2018) identified significant correlations 

among these variables. Significant associations were observed between traits such as 

Goal Achievement, Commitment, and Accomplishment and the concept of "flow."  

According to Beard (2018), flow is intricately linked to the quality of a 

person's experiences, asserting that optimal experiences elicit profound excitement 

and pleasure, resulting in enduring memories (Csikszentmihalyi, 1990). This 

perspective emphasizes fluidity in producing remarkable and highly gratifying 

experiences. This discovery indicates that people who expressed greater degrees of 
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goal attainment, dedication, and success were more prone to experiencing a feeling 

of flow. Beard (2018) determined a strong correlation between flow and engagement, 

underscoring the need to comprehend the psychological states of prospective 

principals in educational leadership programs. He concluded that there was a 

substantial correlation between "Care" and Commitment and Coping. This highlights 

the influence of empathy and compassion in molding the levels of commitment and 

coping strategies among aspiring school leaders. 

Braun et al. (2013) conducted a sequential explanatory mixed-design study to 

examine the Principal Residency Network (PRN) at Johnson and Wales University's 

Centre for Leadership and Educational Equity. This extensive investigation aimed to 

evaluate the achievements and opinions of PRN graduates while simultaneously 

building a structured method for collecting data and conducting continuing program 

evaluations. The study conducted by Braun et al. (2013) yielded compelling results. 

They concluded that the PRN consistently showed positive effects, such as 

participant performance, growth, program completion rates, and the achievement of 

leadership positions after graduation.  

The survey results revealed that participants credited a substantial influence 

on their ability to bring about a major change to every facet of the PRN program. 

The significant influence remained stable throughout the program's 12-year duration. 

The focus group talks conducted in the study revealed the program's transformative 

nature, with special emphasis on the synergistic impact of its structural components 

and the immersion residential experience on participants (Braun et al., 2013). The 

study also discovered that a primary objective of the PRN program was to train 
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leaders dedicated to implementing practices that promote equity. Participants 

regarded the equity-focused approach as a fundamental and all-encompassing 

element of their learning process, smoothly incorporated into every aspect of their 

educational encounters. Braun et al.'s (2013) study highlights the efficacy of the PRN 

program in developing future principals. This is supported by its consistent good 

results, transformative influence, and focus on fostering educational leaders 

prioritizing equity. 

Leithwood et al. (2003) found compelling evidence about the effectiveness of 

leadership development programs on student achievement. The study on the Greater 

New Orleans School Leadership Center (SLC) provides convincing substantiation of 

the impact of leadership development programs on student learning. Leithwood et al. 

(2003) highlight significant improvements in student achievement as measured by 

state testing programs and engagement metrics, suggesting a positive trajectory in 

the program's early years that tends to level off by the third year without regressing 

to baseline levels.  

Cliffe et al. (2018) conducted a qualitative study in England to investigate the 

preparation of school leaders at the secondary level, which revealed a transition from 

reliance on the National College and local authorities to a greater emphasis on 

teaching schools, their alliances, and multi-academy trusts. The study specifically 

explored the opportunities available to individuals within secondary school 

leadership teams. The findings of the interviews by Cliffe et al. (2018) indicate a 

notable absence of active involvement between the participants and local educational 

authorities. A prevalent trend in the educational landscape has been transforming 
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several schools into academies and teaching schools. This shift emphasizes 

leadership development, which academy chains facilitate, rather than relying on local 

authority participation.  

According to Simkins (2012), there was a shift in how schools were 

positioned as the focal point of leadership development initiatives. The prevailing 

opinion among the participants indicated a notable decrease in the perceived impact 

of local authority support. According to one participant's perspective, the local 

authority's function has significantly shrunk in the present condition. There needed to 

be more uniformity in the availability of these possibilities among different 

educational institutions. Cliffe et al. (2018) found that not all participants saw senior 

leadership teams (SLTs) as venues for personal growth, indicating discrepancies in 

opportunities resulting from varying underlying philosophies.  

Variability was detected in both School Leadership Teams (SLTs) and local 

authorities, indicating the decentralized structure of the educational system. 

Preparing Principals to Lead Effective Schools 

The effective schools movement, which began in the United States with the 

Coleman Report in the 1960s (Coleman et al., 1966), pioneered by Ronald Edmonds 

in the 1970s (Edmonds, 1979) and later refined by (Lezotte, 1991), underline that all 

students can achieve academic success if schools are effectively led and managed, 

well-organized, and have clear vision with sound instructional leadership (Edmonds, 

1979). This principle resonates within the Jamaican educational context, where 

disparities in student outcomes across socio-economic groups remain a long-standing 

and pressing concern (Hutton, 2022; Hutton, 2016).  
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Studies consistently show that effective school leadership directly impacts 

teaching quality and student achievement (Johnson et al., 2018).  Furthermore, 

contemporary scholarship highlights the importance of context-sensitive leadership 

preparation (Gümüş & Bellibaş,2020) that addresses the specific challenges faced by 

educational leaders in different environments (Johnson et al., 2018). In Jamaica, the 

diverse socio-economic and geographical realities of urban and rural schools and 

traditional and non-traditional schools necessitate leadership programs tailored to 

local needs (Hutton and Johnson, 2017; Ying, 2022).  

The APP includes elements that reflect this, such as training in community 

leadership and instructional improvement, both essential to managing under-

resourced schools. This emphasis on adaptive leadership relates to the broader 

objectives of the Effective Schools Movement. It reinforces the program’s focus on 

equity, ensuring that aspiring principals are equipped to meet the diverse needs of all 

students while maintaining high academic standards across the education system. 

Advancing School Leadership Preparation and Job Satisfaction 

Contemporary educational leadership studies have emphasized the 

importance of establishing a well-organized "principal pipeline" to cultivate the 

requisite abilities for effective school leadership and improve job contentment for 

principalship positions. Recent research by Doss et al. (2022) and Gordon (2020) has 

highlighted a comprehensive approach that includes principals' recruitment, training, 

mentorship, and retention, pivotal to their professional fulfillment. The researchers 

are of the view that the journey from being a successful teacher to a satisfied and 

successful principal involves a series of critical steps: engagement in a targeted 
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principal preparation program, obtaining initial licensure, immersion in a thorough 

induction program as a principal; and a commitment to ongoing professional 

development as a principal, all of which are essential for job satisfaction (Gordon, 

2020). 

The United States Department of Education (2003) points out the need for 

educational programs to develop a stronger sense of direction and structure. Hess and 

Kelley (2005) add that institutions tasked with preparing educational leaders often 

lack the resources and willingness to make meaningful changes to their curricula, 

which is necessary to truly prepare future leaders capable of enhancing curriculum, 

pedagogy, and student achievement. To combat the shortage of qualified principal 

candidates, New Jersey initiated a rapid-response educational program in 2003 

designed to efficiently prepare leaders for school administration's complexities, 

aligning with state and national standards (Styron & Lemire, 2009). Similarly, the 

Boston Principal Fellowship Program has successfully equipped principals with the 

capabilities to take on leadership roles in some of the most challenging district 

schools immediately. 

The First Ring Leadership Academy, formed by the suburban districts around 

Cleveland in partnership with local universities, has made strides in addressing the 

principal shortage and has been well-received, indicating high satisfaction levels 

among its participants (Styron & Lemire, 2009). The LAUNCH program, with over 

188 participants committing to four years in the Chicago educational system, has 

been highlighted as a model of successful principal preparation and satisfaction by 

the Broad Foundation (Styron & Lemire, 2009). 
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Chiang et al. (2005) examined job satisfaction within the hotel industry and 

found that high-quality training programs significantly enhance job satisfaction and 

employee retention. Their study revealed that employees who received substantial 

training were more satisfied with their jobs and more likely to remain with their 

employers. This research emphasizes the crucial role of structured training in 

boosting job satisfaction, suggesting that the APP's comprehensive training approach 

could similarly benefit aspiring principals in Jamaica (Chiang et al., 2005). 

Drummond and Halsey (2014) examined the impact of formal leadership preparation 

on job satisfaction among rural school principals in Australia. Their study involving 

658 rural school leaders found that principals who underwent formal training before 

their appointments reported higher levels of job satisfaction than those who did not. 

This finding was statistically significant even after controlling for various 

demographic and school-related factors. The study highlights the importance of 

leadership training in improving job satisfaction, reinforcing the potential benefits of 

the APP in preparing and supporting future school leaders in Jamaica (Drummond & 

Halsey, 2014). 

Pascual (2023) explored the relationship between school principals' 

leadership styles and teachers' job satisfaction in the Philippines. The study focused 

on transformational and transactional leadership styles, revealing that principals who 

effectively utilized these styles significantly improved teachers' job satisfaction and 

self-efficacy. Teachers led by transformational leaders reported feeling more 

motivated and engaged, which contributed to higher job satisfaction levels. This 

underscores the importance of leadership training in fostering a positive and 
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supportive work environment. By incorporating elements of transformational and 

transactional leadership training, the APP could similarly enhance job satisfaction 

among aspiring principals in Jamaica (Pascual, 2023). 

Sodoma and Else (2018) explored job satisfaction among Iowa public school 

principals and found that those who received comprehensive training reported higher 

levels of job satisfaction. The study showed that well-trained principals were better 

equipped to manage the demands of their roles, leading to increased job satisfaction. 

This aligns with the findings of Chiang et al. (2005) and Drummond and Halsey 

(2014), highlighting the positive impact of quality training programs on job 

satisfaction. Bush (2018) also highlights the implication of practical training and 

development programs in enhancing school leadership and job satisfaction.  

Conclusion of Literature Review 

The review highlights the influence of empirical research in assessing the 

effectiveness of leadership training programs, focusing on the Aspiring Principals 

Program (APP) in Jamaica. It emphasizes the importance of analyzing these 

programs through comprehensive literature reviews to identify gaps, inconsistencies, 

and new developments. The APP aims to strengthen educational leadership and 

improve educational outcomes by concentrating on the preparedness and competence 

of future educational leaders in Jamaica. Effective school leadership has a critical 

role in influencing student progress and the quality of educational outcomes. It raises 

questions regarding preparing school leaders for current difficulties and evaluating 

their performance (Darling-Hammond, 2007 & 2022; Leithwood et al., 2004).  
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The literature confirms that principals have evolved from supervisors to 

adaptable leaders responsible for strategic planning and educational innovations, 

highlighting the importance of comprehensive training programs. The literature 

shows a disconnect between the demands of the position and the training provided, 

with worries regarding how quickly these programs adjust to evolving educational 

needs. Studies have raised doubts about the efficacy of these programs in adequately 

equipping leaders to manage real-world challenges and school-based complexities, 

such as diversity and inequality (Davis et al., 2005).  Debates exist over the influence 

of APP and comparable programs on academic achievements.  

Some studies demonstrate favorable effects on student accomplishment, 

while others suggest a lack of substantial evidence connecting principal preparation 

to improved academic outcomes (Darling-Hammond et al., 2022). This mismatch 

underscores the challenge of assessing leadership training programs and indicates a 

requirement for more thorough studies with rigorous controls and comparisons 

(Anderson & Reynolds, 2015).  

 This dissertation evaluated the APP's effectiveness in Jamaica based on these 

findings. This involved examining the program's impact on the readiness and skill of 

future principals, its ability to adjust to the changing requirements of educational 

leadership, and its overall impact on educational results, job satisfaction, and 

program enhancement. The questions are designed to add to the broader discussion 

on preparing educational leaders, offering evidence-based insights for policymakers 

and educational stakeholders to improve the quality and efficacy of these programs. 
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Research Questions 

This section will illuminate the research questions that guide this study. 

These questions serve as the compass that steers the inquiry, helping to focus efforts 

and structure the investigation. By clearly defining the research questions, we can 

ensure that our study addresses the most pressing issues and contributes to advancing 

knowledge in this field.  

1. Research Question 1: How does completion of the Aspiring Principals Programme 

(APP) influence principals' confidence compared to those who have not completed 

the program? 

2. Research Question 2: What are the perceptions and experiences of educational 

leaders who have undergone the Aspiring Principals Program regarding its impact on 

their leadership skills, decision-making abilities, and overall effectiveness as school 

administrators? 

3. Research Question 3: What is the perceived impact of the APP  on job satisfaction? 
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            CHAPTER 3 

 

RESEARCH METHODOLOGY 

Introduction 

This research project aimed to evaluate the effectiveness of the Aspiring 

Principals Program (APP), administered by the National College of Educational 

Leadership (NCEL), an agency of the Ministry of Education and Youth in Jamaica. 

This chapter discusses a mixed-methods approach, integrating qualitative and 

quantitative research methodologies to comprehensively analyze the APP's influence 

on school leadership, student academic achievements, and effectiveness. 

The research methodology included a structured survey distributed to a 

randomly selected group of principals from primary and high schools across 

Jamaica's seven educational regions. The survey encompasses APP graduates and 

non-graduates, facilitating a comparative analysis to identify the program's distinct 

impacts on these groups' leadership skills and practices. This dual sampling approach 

covers various school environments throughout Jamaica, providing insights into how 

the APP may affect leadership practices in different educational settings. As 

discussed in Chapter 2, two leadership models were used in this project. Each 

approach brings a different but complementary perspective. I will begin with the 

Marzano Focused School Leader Evaluation Model. 

The suitability of the Marzano School Leadership Model (Carbaugh, 2018; 

Carbaugh & Marzano, 2018; Southerland et al., 2018) for the Aspiring Principals 

Program (APP) research methodology can be assessed by considering several 
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confounding variables, including school and principal attributes, leadership 

expertise, and teacher caliber.  

The financial situation, size, nature, and location of a school are all 

substantial confounding factors that can influence the efficacy of a principal's 

guidance. The Marzano model is considered highly suitable for incorporating these 

variables owing to its all-encompassing structure, including domains that scrutinize 

school leadership's organizational dimensions. The Model evaluates a leader's 

capacity to oversee resources efficiently, a critical component when contemplating 

financial limitations.  The Model's adaptability permits its modification to suit 

distinct school types and locations; thus, the research can be customized to 

incorporate these attributes, thereby furnishing a more precise evaluation of the 

application's influence in diverse academic settings. 

In addition to experience, demographics, attitudes, and behavior are 

significant principal characteristics. The isolation of the effects of individual 

leadership competencies on the overall impact of the APP can be facilitated by the 

Marzano model's emphasis on these attributes. As an illustration, the Model assesses 

the preparedness and reaction of a leader towards the particular requirements of their 

educational institution's body of members, which can significantly differ based on 

the leader's personal history and professional background. Utilizing this framework 

in the research methodology also permits the researcher to differentiate between the 

inherent qualities of the principals and the competencies acquired through the APP. 

This distinction provides valuable insights into how personal attributes interact with 
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the instruction received, offering a nuanced evaluation of their combined impact on 

leadership development. 

The caliber of teachers and leadership experience can significantly impact 

student outcomes and the principal's perceived effectiveness. Given its focus on the 

advancement and maturation of leaders, the Marzano model is highly suitable for 

assessing the progression of leadership abilities over time while also considering 

previous experience. The domain of 'Monitoring and Confirming Effective Teaching' 

within the Model is associated with the caliber of teachers, establishing a connection 

between the capacity of a principal to cultivate teaching of superior quality and the 

achievement of students. Considering these domains within the confines of the 

research framework will ensure that the methodology will possess an enhanced 

ability to consider the complex relationship between the quality of instructors, the 

principals' experience, and the APP's results. 

 

 

 

 

 

 

 

Figure 1 Evaluating educational leadership preparation using the Model  

 

 

Figure 3.1 Evaluating Educational Leadership Preparation using the model to assess the 

effectiveness of the Aspiring Principals Program in Jamaica. 
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The second model,  Tannenbaum's Training Effectiveness Model 

(Tannenbaum et al., 1993; Tannenbaum & Yukl, 1997), proposes that successful 

program completion should enhance organizational outcomes, specifically academic 

performance. Educational leaders' level of engagement with the Aspiring Principals 

Program is another independent variable indicative of their active participation and 

involvement. The dependent variables are the principals' self-perceptions of the 

program's impact on their leadership skills, decision-making abilities, and overall 

efficacy.  

Research question 3, which focuses on the perceived impact of the Aspiring 

Principals Program (APP) on job satisfaction and program improvement, relates to 

Tannenbaum's Level Four evaluation, which assesses the practical application of 

skills and knowledge acquired through training. In this context, the completion of the 

APP and the level of engagement of educational leaders with the program serve as 

independent variables, representing the extent and quality of the training experience. 

These variables are anticipated to positively influence job satisfaction among 

principals, reflecting their enhanced leadership skills and decision-making abilities 

as per Tannenbaum's Model (Tannenbaum et al., 1993; Tannenbaum & Yukl, 1997).  

Active participation in the APP is expected to contribute to program 

improvement, as feedback and insights from engaged leaders can inform refinements 

to the curriculum and delivery methods. Thus, by applying Tannenbaum's Level 

Four evaluation, this research aimed to discern the practical implications of the APP 

on both job satisfaction and ongoing program enhancement. 
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Data Collection 

According to Creswell and Creswell (2018), a survey design generates a 

quantitative description of a population's trends, attitudes, and opinions by sampling 

a portion of that population. A descriptive, non-experimental survey was used to 

collect quantitative and qualitative data on the perceptions of a sample of Jamaica 

school principals. This type of research design enabled me to evaluate the 

effectiveness of the aspiring principals' program.  

The initial phase of this research project focused on gathering quantitative 

data to determine the relationship between the completion of the Aspiring Principals 

Program and school academic performance outcomes.  

Region 1 includes schools in Kingston and St. Andrew; Region 2 covers 

institutions in the parishes of St. Thomas, Portland, and St. Mary on the island's 

eastern side. Schools in St. Ann and Trelawny comprise Region 3, while Region 4 

includes institutions in St. James, Hanover, and Westmoreland, all located in the 

western part of Jamaica. Region 5 incorporates schools in St. Elizabeth and 

Manchester; Region 6 covers public educational institutions in St. Catherine; and 

Region 7 contains schools in the parish of Clarendon. See Fig 3.2 and Table 3.1 for 

further details. 
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Figure 3.2. Map of Jamaica depicting the seven educational regions. Adapted        

                               from maps-jamaica.com 

 Table 3.1.  Distribution of parishes according to the assigned educational region. 

 

 

 

 

 

 

 

 

 

 

Region Parishes 

1 Kingston and St Andrew 

2 

St. Thomas, Portland, and 

St. Mary 

3 St. Ann and Trelawny 

4 

St. James, Hanover, and 

Westmoreland 

5 

St. Elizabeth and 

Manchester 

6 St. Catherine 

7 Clarendon 



  

69 

 

Survey respondents were recruited with the assistance of the executive 

committees of the Association of Principals and Vice Principals, APVP, and the 

Jamaica Association of Principals of Secondary Schools. The assistance of the 

program administrators of the National College of Educational Leadership, NCEL, 

and the Regional Directors of Educational Services was also used to recruit 

respondents for the study.  

Instrument Design 

The survey instrument was designed to elicit data on the participants' 

demographic characteristics, such as age and gender, perceptions, and principal 

experiences concerning the Aspiring Principals Program. A Likert scale ranging 

from 1 to 5 was used for responses to facilitate the measurement of these perceptions 

using Qualtrics for data collection, ensuring efficient distribution and capturing the 

data while maintaining the confidentiality of respondents' identities. 

The survey covers many questions that aim to collect comprehensive 

personal, professional, and perceptual data from principals. This encompasses 

demographic data, such as gender, years of teaching and principalship experience, 

and educational qualifications. This data offers a fundamental comprehension of the 

profiles of the principals, assisting in the linkage of these aspects with their 

professional perspectives and experiences.  

The survey explored principals' professional lives and duties with questions 

specifically developed to evaluate their daily tasks, difficulties, and degrees of 

satisfaction related to their positions. Asking detailed questions regarding the amount 

of time spent on different tasks, such as administrative duties and contacts with 



  

70 

 

students and teachers, provided vital information about the practical aspects of their 

job and how it may affect their effectiveness and job satisfaction. Questions on their 

concurrence or dissent with statements concerning job stress, contentment, and the 

influence of external circumstances such as the COVID-19 pandemic offer a 

qualitative assessment of their occupational well-being and viewpoints on the 

challenges and benefits of the role.  

The survey also collected elements of professional growth and leadership 

effectiveness, with inquiries designed to ascertain the principals' perspectives on 

their competencies and accomplishments in enhancing student outcomes and school 

performance. This encompasses their level of assurance in utilizing data to facilitate 

academic enhancements, their engagement in professional development endeavors, 

and their impression of the leadership's contribution to educational triumph. These 

questions are essential for determining where principals succeed and need 

improvement. This information can be used to develop specific support programs 

and make policy reforms to strengthen school educational leadership. 

These responses, expressed in the participants' own words, are instrumental 

in gaining deeper insights into their personal experiences and professional 

challenges. Integrating quantitative and qualitative data collection methods enhances 

the research's depth, making it well-suited for educational research where 

understanding personal experiences and subjective interpretations is as critical as 

gathering empirical data. This dual-method approach not only improves the validity 

and comprehensiveness of the study but also ensures that the findings accurately 

reflect the diverse experiences of the principals involved. 
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Sampling 

The survey was distributed to approximately 150 participating school 

principals using a random sampling technique to ensure a diverse representation of 

leadership experiences and school environments. This random selection method 

helps eliminate selection bias, providing a more representative cross-section of 

school leadership across the country. A total of 118 principals responded to the 

survey, of which 108 were deemed valid for analysis, reflecting a robust engagement 

across the educational spectrum and a response rate of 72 percent based on the valid 

responses. 

The remaining ten responses were rejected due to incompleteness, which 

could skew the overall results and interpretations of the program's effectiveness. This 

detailed vetting process was essential to maintain the integrity and accuracy of the 

research findings. The demographics of the valid responses illustrate a balanced 

gender distribution among the participating principals, with 50 male principals 

(46.3%) and 58 female principals (53.7%). This gender distribution reflects the 

leadership landscape within the sampled educational settings, providing insights into 

the gender dynamics of school leadership in Jamaica. 

Regarding the educational level of the institutions represented, the sample 

included 44 primary school principals (40.7%) and 64 secondary school principals 

(59.3%). This distribution allows the research to address potential differences in 

leadership challenges and outcomes between the two types of schools. The diverse 

composition of the sample, achieved through random sampling, supports a nuanced 

analysis of how the Aspiring Principals Program impacts leadership practices in 
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different educational contexts, contributing valuable perspectives to the discourse on 

academic leadership in Jamaica. 

Data Collection Procedures 

The study's data collection procedures were structured and executed through 

the online survey platform Qualtrics. The distribution process commenced with an 

initial email containing the survey link sent to key educational associations—the 

Association of Principals and Vice Principals and the Jamaica Association of 

Principals of Secondary Schools. These bodies aided in further disseminating the 

survey electronically to their membership. Weekly follow-up emails were dispatched 

every Monday to encourage participation.  

The survey link was also shared via the National College of Educational 

Leadership, NCEL, which utilized its database of graduates and current school 

leaders to reach potential respondents. The target group for the survey comprised 

approximately 150 principals, including participants and non-participants of the 

Aspiring Principals Program. Out of a targeted population of 150 principals, 118 

responses were collected, of which 10 were excluded due to incomplete entries on 

the survey instrument, resulting in 108 valid responses.  

The survey's introduction and accompanying emails outlined how the 

collected data would be used and safeguarded, ensuring transparency and adherence 

to ethical standards. Participants were required to provide informed consent before 

engaging with the survey, confirming their agreement with the data use and privacy 

terms. In compliance with the American Psychological Association (APA) 

guidelines, all raw data will be preserved for at least five years following publication. 
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This directive ensures that the data can be reviewed or reanalyzed if necessary, 

supporting the integrity and verifiability of the research. 

To guarantee the confidentiality and security of the data, all physical copies 

were stored in a securely locked box. Electronic data were maintained in a protected 

environment, inaccessible to unauthorized personnel. After the stipulated five-year 

period, all data will be methodically destroyed, ensuring that personal and sensitive 

information is irretrievably disposed of, thus safeguarding participant privacy per the 

ethical standards outlined in the study protocols. 

Data Treatment, Sorting, and Coding 

The data cleaning, treatment, coding, and sorting were critical steps in the 

study that facilitated a systematic analysis of the survey responses. Initially, data 

received from the survey, including quantitative and qualitative responses, were 

carefully coded to ensure anonymity and streamline the analysis process. All 

identifying information was removed to protect participants’ confidentiality. 

Quantitative responses were assigned numeric values suitable for analysis in SPSS, a 

statistical software used extensively for handling complex data sets. This step was 

crucial for performing statistical tests and generating reliable, interpretable results.  

Additionally, qualitative responses were analyzed to identify recurring 

themes and patterns, which were then categorized to enrich the understanding of the 

principals' perspectives and experiences. The coding process involved assigning 

numbers to the responses, following a methodological approach recommended by 

Nardi (2018). This approach aids significantly in tabulating statistics and simplifying 

the analysis process. This approach streamlines statistical analysis and minimizes 
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errors during data entry and analysis. Using SPSS software, responses were 

transformed into a format that could be easily manipulated and explored statistically.  

The software's robust analytical tools allowed for the execution of complex 

statistical procedures, which helped to unveil significant trends and insights from the 

data collected from the principals. 

Data sorting was the final step in organizing the survey responses for detailed 

analysis. Quantitative data were analyzed using various statistical techniques to 

determine correlations, variances, and other statistical measures that offer insights 

into the data trends. On the other hand, qualitative data were subjected to thematic 

analysis, where responses were grouped into themes representing the participants' 

sentiments or opinions. This dual approach in handling both quantitative and 

qualitative data ensured a comprehensive study, providing a holistic view of the 

research questions addressed in the survey. This meticulous data treatment, coding, 

and sorting process was pivotal in drawing meaningful conclusions from the data 

collected. 

Graduation Rates from the APP 

In assessing the characteristics of the principals surveyed, 73.1% (79 out of 

108) reported graduating from the Aspiring Principals Program (APP), illustrating 

the program's apparent substantial presence and influence among school leaders in 

Jamaica. This indicates a significant penetration of the program among school 

leaders, highlighting its influence within the educational sector. Conversely, the 

remaining 26.9% or 29 out of 108 principals had not participated in the APP, 
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providing a comparative backdrop to assess the program's effectiveness against those 

who did not partake. See Table 3.2 for further details. 

Table 3.2. Did you graduate from the Aspiring Principals Program? 

 

 N % 

Yes 79 73.1% 

No 29 26.9% 

 

Year of Birth Categories Among Respondents 

The distribution of APP graduates and non-graduates is somewhat consistent 

across most age categories among the respondents surveyed, with the highest APP 

graduation rates observed in 1969-1976 (81.8%), 1977-1984 (75.8%), and 1985-

1990 (79.4%), categories on a percentage basis. See Table 3.3 for further details. 

Table 3.3. Birth Year Categories of Survey Respondents 

   

Year of Birth Range APP 

Graduates  Non-Graduates Total 

1961-1968 5 (55.6%) 4 (44.4%) 9 (100%) 

1969-1976 18 (81.8%) 4 (18.2%) 22 (100%) 

1977-1984 25 (75.8%) 8 (24.2%) 33 (100%) 

1985-1990 27 (79.4%) 7 (20.6%) 34 (100%) 

1991-2023 4 (40%) 6 (60%) 10 (100%) 

Total 79 (73.1%) 29 (26.9%) 108 (100%) 

χ² = 22.118, p = .815    
 

 

The chi-square test result (χ² = 22.118, p = .815) indicates no statistically 

significant difference in age-related graduation status. The highest concentration of 

candidates within the 1977-1984 and 1985-1990 categories suggests that most 
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respondents are mid-career professionals, likely at a stage where they seek leadership 

development or advancement opportunities.  

Gender and APP Completion  

The data suggest a significant relationship between gender and being an APP 

graduate, as indicated by a chi-square value of 5.891 and a p-value of .015. Among 

the APP graduates, 82.8% (N=48) are females, while 62.0% (N=31) are males, 

indicating a higher graduation rate for females. Conversely, non-graduation rates are 

higher among males (N=19, 38.0%) than females (N=10, 17.2%). See Table 3.4 for 

further details.  

Table 3.4. Gender Distribution of APP Graduates and Non-Graduates 

Gender 
APP 

Graduate 

Non 

Graduate 
Total 

Male 31 (62.0%) 19 (38.%) 50 (100%) 

Female 48 (82.8%) 10 (17.2%) 58 (100%) 

Total 79 (73.1%) 29 (26.9%) 108 (100.0%) 

χ² = 5.891, p = .015   
 

Gender and School Type 

The Aspiring Principals Program was closely examined for gender 

representation across established school types. Data were categorized based on 

school types: Early, Primary, Early and Primary, Secondary, Primary and Secondary, 

and Early through Secondary.  

This categorization helped facilitate a comparative analysis of gender 

distribution, offering insights into the broader landscape of leadership training and 

preparation in various educational settings.  
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The chi-square test analyzing gender representation across different school 

levels revealed that gender is unrelated to school type (χ²(1) = 2.946, p = .086 ). On a 

percentage basis, females were more likely to be in primary schools (15, 25.9%) and 

males in secondary schools (34, 68.0%). See Table 3.5 for further details. 

Table 3.5. Gender and School Type 

Education Level Male  Female  Total  

Early Childhood 0 (0%) 1 (1.7%) 1 (0.9%) 

Primary 10 (20.0%) 15 (25.9%) 25 (23.1%) 

Early and 

Primary 
6 (12.0%) 11 (19.0%) 17 (15.7%) 

Secondary 34 (68.0%) 29 (50.0%) 63 (58.3%) 

Primary and 

Secondary 
0 (0%) 1 (1.7%) 1 (0.9%) 

Early through 

Secondary 
0 (0%) 1 (1.7%) 1 (0.9%) 

Total 50 (100%) 58 (100%) 108 (100%) 

χ²(1) = 2.946, p = .086 (Primary)   
χ²(1) = 2.946, p = .086 (Secondary) 

    
Crosstabulation of Gender and Years Served as a Teacher Among Respondents 

An analysis of the crosstabulation data shows a statistically significant 

relationship between gender and the duration of teaching experience, with a chi-

square value of 10.463 and a p-value of.015. See Table 3.6 for further details. 
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Table 3.6. Crosstabulation of Gender and Years Served as a Teacher Among Respondents 

Years Served Male (%) Female (%) Total (%) 

1 - 4 yrs 9 (0%) 1 (100%) 1 (100%) 

5 - 9 yrs 9 (90%) 1 (10%) 10 (100%) 

10 - 14 yrs 14 (48.3%) 15 (51.7%) 29 (100%) 

15 or more 

yrs 25 (37.9%) 41 (62.1%) 66 (100%) 

Total 48 (45.3%) 58 (54.7%) 106 (100%) 

X2 (1) =10.463a P= .015    
 

 

Male respondents comprise the majority (90.0%) with a tenure ranging from 

5 to 9 years, although a significant percentage (48.3%) have served for 10 to 14 

years. Conversely, a lesser proportion of female instructors (10.0%) have worked for 

5-9 years, while the majority (51.7%) have accumulated 10-14 years of experience. 

The proportion of female respondents with 15 or more years of service is 62.1%, 

whereas for males in the same group, it is 37.9%. The observed distribution indicates 

that female respondents have longer tenures than male colleagues. The low p-value 

suggests that this variation is improbable to be attributed to random chance. 

Based on a chi-square value of 1.964 and a p-value of.742, the 

crosstabulation study comparing gender with the number of years served as an 

assistant principal shows no significant link between these variables. The data 

indicate that the allocation of male and female Vice principals over various tenures is 

comparable and does not exhibit a statistically significant difference between 

genders. See Table 3.7. 
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Table 3.7. Crosstabulation of Gender and Years Served as a Vice Principal Among 

Respondents. 

 

Years Served as 

Vice Principal Male (%) Female (%) Total (%) 

0 yrs 13 (52%) 12 (48%) 25 (100%) 

1 - 4 yrs 12 (41.4%) 17 (58.6%) 29 (100%) 

5 - 9 yrs 11 (52.4%) 10 (47.6%) 21 (100%) 

10 - 14 yrs 3 (60%) 2 (40%) 5 (100%) 

15 or more yrs 1 (25%) 3 (75%) 4 (100%) 

Total 40 (47.6%)  44 (52.4%) 84 (100%) 

X2 (1) = 1.964 P=  

.742    
 

 

Crosstabulation of Gender and Years Served as a Principal Among 

Respondents 

 

The crosstabulation analysis examining the relationship between gender and 

the duration of principal service shows no statistically significant relationship, as 

evidenced by a chi-square significance level of 3.458 and a p-value of .484. See 

Table 3.8. 

 

 

 

 

 

 

 

 



  

80 

 

Table 3.8. Crosstabulation of Gender and Years Served as a Principal Among  

      Respondents 

 

Years Served as 

Principal Male (%) 

Female 

(%) Total (%) 

0 yrs 2 (100%) 0 (0%)  2 (100%) 

1 - 4 yrs 11 (55%) 9 (45%) 20 (100%) 

5 - 9 yrs 

19 

(46.3%) 

22 

(53.7%) 41 (100%) 

10 - 14 yrs 8 (38.1%) 

13 

(61.9%) 21 (100%) 

15 or more yrs 9 (50%) 9 (50%) 18 (100%) 

Total 49 (48%) 53 (52%) 102 (100%) 

X2 (1) = 3.458  , p = .484    
 

Gender does not substantially impact the distribution of years worked as a 

principal. Within the group of principals who have been in their positions for 15 

years or longer, the gender distribution is balanced, with males and females each 

accounting for 50.0%. However, on a percentage basis, females were more apt to 

have been principals longer than males. For example, 62,1% (N = 41) of the females 

were in the 15 years or more category, while 37.9% (N = 25) of the men were. 

The analysis also highlights a significant gender disparity in APP completion 

rates, with female school leaders demonstrating higher completion than their male 

counterparts.  The data reveal that 60.8% of female participants complete the APP, 

compared to 65.5% of males in the non-graduate category. This substantial 

difference is statistically significant, as indicated by a Pearson Chi-Square value of 

5.891 and a p-value of .015. Please see table 3.9 for further details.  
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Table 3.9. Gender Distribution among APP and Non-APP Graduates 

Gender 

APP 

Graduate 

(Yes) 

None 

Graduate  

(No) 

Total 

Male 31 (62.0%) 19 (38.0%) 50 

Female 48 (82.8%) 10 (17.2%) 58 

Total 79 (73.1%) 29 (26.9%) 108 

χ2(1)=5.891,p=.015   
 

Age and APP Participation  

The analysis of variance (ANOVA) conducted on the Aspiring Principals 

Programme (APP) reveals significant findings on the age differences between APP 

graduates and non-graduates. The analysis of variance (ANOVA) findings indicate a 

significant difference in the ages of individuals who have completed the APP 

program compared to those who have not (F(1, 106) = 6.151, p = .015). The average 

age of APP graduates was 46.62 years, with a standard deviation of 6.242. On the 

other hand, non-graduates had an average age of 49.83 years, with a standard 

deviation of 5.078. Please see table 3.10 for further details. 

Table 3.10. The Average Age of APP Graduates 

Variable Group N Mean SD 

Age of 

Principals 

APP 

Graduates 79 46.62 6.242 

 

Non-

Graduates 29 49.83 5.078 

Total   108     

  F(1, 106) = 6.151, p = .015    
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These findings indicate that younger principals are likelier to participate in 

and complete the APP. The inference is that the APP appeals to younger educational 

leaders in the initial phases of their careers and is looking to improve their leadership 

abilities and educational influence through organized, professional growth. The 

implication of these findings extends beyond mere participation rates; they reflect 

potential variations in receptiveness and application of the training provided by the 

APP based on age.  

Younger principals, as indicated by their lower mean age among APP 

graduates, may bring a different set of expectations and a different engagement style 

to the program, which could significantly impact the APP's effectiveness and the 

development of educational leaders. 

Years of Experience 

The ANOVA results for years of experience as a principal between APP 

graduates and non-graduates indicate significant differences in the experience levels 

of principals within these groups. The ANOVA yielded an F-value of 10.114 with a 

highly significant p-value of .002, reflecting notable disparities in tenure between the 

two cohorts. Notably, APP graduates had a mean of 6.33 years in the principal role 

with a standard deviation of 5.254, suggesting relatively newer principals are part of 

this group. In contrast, non-graduates reported a higher mean of 9.86 years with a 

standard deviation of 4.711, indicating that those not participating in the APP tend to 

have more experience in such positions. See Table 3.11 for further details. 
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Table 3.11. Years of Experience as Principals Among APP Graduates and Non-        

                  Graduates 

 

Group N Mean SD 

APP 

Graduates 79 6.33 5.254 

Non-

Graduates 29 9.86 4.711 

Total 108     

F(1,106) = 10.114,p = .002   
 

The implications of these findings are significant, as they imply that the APP 

is more likely to attract and benefit principals who are relatively new to their roles. 

This could indicate that newer principals seek development opportunities to enhance 

their skills early in their administrative careers. At the same time, those with more 

experience may not see the same need or may have other avenues for development. 

The lower standard deviation among non-graduates also indicates a more uniform 

group regarding years of experience compared to a broader range of tenure among 

APP graduates. 

Tenure of Principals among APP and Non-APP Graduates 

A larger proportion of APP graduates (32, 43.8%) have served as principals 

for 5-9 years compared to non-APP graduates (9, 31.0%). In contrast, non-APP 

graduates are more evenly distributed across the experience categories, with 31.0% 

(9) each in the 5-9 years, 10-14 years, and 15+ years categories. APP graduates are 

less represented in the 15+ years category (9, 12.3%) than non-APP graduates. This 

could imply that APP graduates are generally earlier in their principalship careers, 

potentially due to the relatively recent introduction of the APP or its increasing 

relevance in educational leadership. The chi-square test result (χ2(4)=12.963, 
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p=.011) shows that these differences in years of experience between APP and non-

APP graduates are statistically significant. Please see Table 3.12 for further details. 

Table 3.12. Tenure of Principals among APP and non-APP Graduates 

Years as 

Principal 

APP 

Graduates  

Non- APP 

Graduates  
Total     

0 1 (1.4%) 1 (3.4%) 2 (2.0%) 

1-4 years 
19 

(26.0%) 
1 (3.4 %) 20 (19.6%) 

5-9 years 
32 

(43.8%) 
9 (31.0%) 41 (40.2%) 

10-14 years 
12 (16.4 

%) 
9 (31.0%) 21 (20.6%) 

15+ years 9 (12.3%) 9 (31.0%) 18 (17.6%) 

Total 
73 

(100.0%) 

29 

(100.0%) 

102 

(100.0%) 

χ2(4)=12.963,p =.011   
 

Scale Construction 

For the APP data analysis, summative scales were constructed by aggregating 

individual item scores to create composite measures representing broader constructs 

of interest in the research. The reliability and validity of these scales were assessed 

using Cronbach's alpha to ensure internal consistency, Wiedermann et al. (2024). 

The validity of the scales was evaluated to confirm that they accurately measure the 

intended constructs, thereby providing a convincing basis for subsequent analyses. 

This method allows for a more complete understanding of the relationships within 

the data, ensuring that the scales used are reliable and valid. 
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Reliability  

Cronbach's alpha is a widely used measure to estimate the internal 

consistency of items within a scale, indicating the extent to which responses to 

survey questions correlate (Cronbach, 1951; Cronbach & Shavelson, 2004). 

Cronbach’s alpha measures the extent to which responses to survey questions 

correlate and estimates the proportion of systematic or consistent variance in a set of 

survey responses (Cronbach, 1951; Cronbach & Shavelson, 2004). An alpha value 

closer to 1 suggests higher reliability, and values above 0.7 are considered acceptable 

for social science research (Vaske et al., 2017). In the provided scale, "Principal's 

Confidence," which includes items such as "Students may not achieve despite good 

leadership," "Some students are just not prepared to learn," "Working 

collaboratively with teachers," and "Working with other School Leaders," the 

Cronbach's alpha is calculated to be 0.651. See Table 3.13 for further details. 

Table 3.13. Reliability Analysis of the Principals Confidence Scale Using  

       Cronbach's Alpha 

 

Scale 

Names List of Items Cronbach's  ά  

Principal's 

Confidence 

Working with other School Leaders  

0.651 

Working collaboratively with teachers  

Students may not achieve despite good 

leadership. 

Some students are just not prepared to 

learn. 

 

  This value suggests moderate internal consistency among the items, 

indicating some correlation (Vaske et al., 2017).  
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Principal’s Job Satisfaction 

The Cronbach’s alpha value of 0.772 for the “Job Satisfaction” scale 

indicates good internal consistency among the items. The alpha value noted in Table 

3.13 falls within this acceptable range, asserting the quality of this research. In this 

scale, the items include various statements related to principals’ job satisfaction, such 

as “The stress and disappointments not worth it being a principal,” “Generally 

satisfied with being the principal,” “Satisfied with being a principal in general,” 

“Would leave for higher pay,” “Think about transferring schools,” “Enthusiasm has 

decreased since starting the job,” “Often too tired to go to work,” “Consider 

transferring out of the region,” and “COVID made the job much harder.” The alpha 

value of 0.772 (see Table 3.14) suggests that the responses to these items are 

consistently correlated, indicating that they reliably measure the underlying construct 

of job satisfaction among principals (Vaske et al., 2017). This high level of reliability 

in our scale instills confidence in the robustness of our research methodology. See 

Table 3.14 for further details. 
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Table 3.14. Reliability Analysis of the Principals Job Satisfaction Scale Using  

       Cronbach's Alpha 

Scale Name List of Items 

Cronbach's  ά 

Value 

Principals' Job 

Satisfaction  

The stress and disappointments are not 

worth it being a principal  

0.772 

Generally satisfied with being the 

principal 

Satisfied with being a principal in 

general. 

Would leave for higher pay 

Think about transferring schools. 

Enthusiasm has decreased since starting 

the job. 

Often too tired to go to work. 

Consider transferring out of the region. 

COVID made the job much harder. 

 

 

 

Analysis of Qualitative Responses 

Open-ended questions were used to get broad insights into the experiences 

and leadership nuances encountered by school principals to analyze and evaluate the 

qualitative responses from the Aspiring Principals Programme (APP) study. See 

Table 3.15 for details. 
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Table 3.15. Percentage of graduates providing qualitative responses 

Question # Question Percentage 

Response 

15 This project is focused on learning 

more about what educational leaders 

need to lead effectively. Is there 

anything you would like to add? 

48.10% 

19 What did you like most about the 

APP? 

3.7% 

20 What did you like the least about the 

APP? 

5.6% 

21 How can the program be improved? 43.5% 

Question 15 - All respondents N=108 

Questions 19, 20 & 21 – Only APP Respondents N= 79 

 

These questions aimed to pinpoint the most challenging components of being 

a principal, the least like aspects of principalship, and recommendations for 

enhancing the APP. The data were initially obtained from SPSS and categorized into 

two primary groups in Word. Initial responses from principals who had completed 

the APP and subsequent responses from principals who had not facilitated a coherent 

juxtaposition of viewpoints of APP graduates and non-graduates, therefore 

emphasizing disparities and points of convergence in their experiences and 

requirements. 

After categorization, the responses were further grouped into key themes 

from the data, including Resource and Support Needs, Professional Development 
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and Training, Leadership and Governance, School Culture and Ethos, and 

Stakeholder Interaction and Conflict Resolution. For example, APP and non-APP 

graduates highlighted the Resource and Support Needs theme, frequently mentioning 

the difficulty of managing limited resources and the need for increased funding and 

support. Under the Professional Development and Training theme, APP graduates 

expressed a desire for continuous professional development and targeted training in 

financial management and educating specific student groups, such as boys. The 

theme of Leadership and Governance revealed calls for improved policies, 

mentorship, and a possible licensing regime for principals, indicating a need for 

more structured support in school leadership roles. 

Although the quantitative data indicated that APP program graduates 

generally expressed greater confidence, the qualitative responses provided further 

insights by emphasizing certain requirements and areas of concentration, such as 

continuous professional growth and support. The difficulties outlined by those who 

did not graduate from the APP program included managing resources, meeting 

stakeholder expectations, and providing a framework for understanding their 

somewhat lower levels of confidence. Fusing these qualitative themes into the 

quantitative findings facilitated a more thorough understanding of the APP's 

influence on school principals, emphasizing the need for focused assistance, ongoing 

growth, and efficient resource allocation in improving school leadership. 
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Conclusion 

The methodology outlined in Chapter 3 provides a robust framework for 

evaluating the impact of the Aspiring Principals Program on school leadership and 

especially academic outcomes in Jamaican schools. Using a mixed-methods 

approach, the research integrates quantitative and qualitative data collected from a 

representative sample of school principals at the early childhood, primary, and 

secondary levels. This method ensures comprehensive coverage of the diverse 

educational settings across Jamaica’s seven educational regions, enabling a detailed 

analysis of the APP’s impact on leadership practices and school performance. 

Adopting the Marzano Focused School Leader evaluation model and the 

Tannenbaum Model of Training Effectiveness further refines the research by 

accommodating various confounding factors that could influence leadership 

effectiveness. 

The structured survey, distributed to APP graduates and non-graduates, is 

designed to capture nuanced data on the principals' professional experiences and 

perceptions of the APP. The procedures for data handling, including calibration of 

survey instruments and training of researchers, are meticulously detailed, 

underscoring the research's commitment to methodological rigor. 

Chapter 4 of the dissertation will delve into the analysis of data focusing on 

the impact of the Aspiring Principals Program (APP) on principal’s perception of 

student academic performance outcomes as perceived by Jamaican school principals 

and the influence of the APP on principals' leadership practices, job satisfaction, and 

the broader implications for educational policy and leadership development. It will 
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assess how participation in the APP correlates with principals’ professional growth 

and their schools' performance outcomes, aiming to offer insights that could inform 

enhancements in leadership training initiatives. 
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           CHAPTER 4 

 

RESULTS 

Introduction 

In Chapter 4, I present the findings from the survey on the effectiveness of 

the Aspiring Principals Programme (APP) in Jamaica. This program, which is 

significant to the Jamaican educational landscape, has been evaluated based on 

quantitative and qualitative responses from 108 Jamaican principals across early 

childhood, primary, and secondary education levels, including graduates and non-

graduates of the APP.  

This chapter assesses the APP's impact on principals' perceptions of student 

academic performance, leadership and decision-making skills, and job satisfaction, 

providing a comprehensive understanding of its influence. This research 

comprehensively explains the APP's influence and broader effects on educational 

leadership, informing future policy and practice. 

Research Question #1:  How does completion of the Aspiring Principals Programme 

influence principals’ confidence compared to those who have not completed the 

program? 

Principal’s Confidence and Participation in the APP 

The data analysis from the Aspiring Principals Programme (APP) 

underscores noteworthy findings regarding principal confidence levels, gender 

distribution among participants, and trends in graduation years. The statistical results 

reveal that APP completion has a markedly positive correlation with enhanced 

confidence levels among school principals compared to principals who did not 

graduate from the program. This relationship is quantitatively substantiated by a 
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Pearson Chi-Square test, which yields a value of 28.173 with a p-value of .043, 

decisively affirming that APP graduates generally report higher confidence scores. 

See Table 4.1.   

Table 4.1. I am confident that I can raise students’ achievement. 

Self-Confidence Level 

(Likert Scale) 
APP Graduate 

None-

APP 

Graduate 

Total 

Strongly Disagree 1 (14.3%) 6 (85.7%) 7 (6.5%) 

Disagree 12 (70.6%) 5 (29.4%) 17 (15.7%) 

Neutral 20 (83.3%) 4 (16.7%) 24 (22.2%) 

Agree 25 (92.6%) 2 (7.4%) 27 (25.0%) 

Strongly Agree 21 (84%) 4 (16%) 25 (23.1%) 

Total 79 (73.1%) 29 (26.9) 108 (100%) 

(χ²) = 28.173, p = .043   
 

Principals’ Confidence in Raising Student Academic Achievement 

 

Although the relationship between APP status and confidence in raising 

student achievement is not statistically significant (Chi Sq=2..434, p = ns), 

consideration of the relevant percentage difference is of interest. On a percentage 

basis, APP graduates were more apt to respond "Strongly agree" (57, 72.2%) than 

were non-APP graduates (17, 58.6%).  

Qualitative Responses from APP and Non-APP Graduates 

Qualitative responses from APP graduates further expound educational 

leaders' perceived conditions, aligning with the quantitative results, particularly 

around the theme “ Resources and Support Needs.” One graduate stated, "Adequate 

resources are needed also as you can have a good principal whose school is lacking 

in resources," highlighting the importance of resource availability for effective 
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leadership. Another emphasized the necessity for financial support, stating, "Greater 

access to funding; there are times when there are things a principal needs such as 

providing an incentive to enhance motivation," and "Greater financial support, fiscal 

training," underscoring the need for financial resources and training to support their 

roles effectively. 

Continuous professional development emerged as a critical need-based, 

highlighted by the established qualitative theme “Professional Development and 

Training.” APP graduates emphasized that "Continuous professional development is 

important for school principals and student success" and "More emphasis is needed 

to provide continuous support for principals." This aligns with the finding that higher 

confidence levels among principals are associated with APP completion, suggesting 

that ongoing development is essential for maintaining and enhancing leadership 

capabilities. 

The need for targeted support in specific areas of education was highlighted. 

One graduate mentioned, "Focusing on educating boys needs greater attention with 

more capacity building for principals," pointing to the need for specialized training 

to address particular student demographics. Another response suggested, "Include a 

parent-support program for curriculum reinforcement at home," indicating the 

importance of community and parental involvement in the educational process. This 

aligns with the qualitative theme of “ Stakeholder Interaction and Conflict 

Resolution.” 

The qualitative data also reflects the stress and demands associated with the 

role of principals. One response noted, "More focus is needed in giving principals 
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professional support as they deal with the stress associated with the job demands." 

This aligns with the quantitative finding that APP graduates report higher 

confidence, potentially mitigating the stress of leadership roles through better 

preparation and support. 

Responses from non-APP graduates echo similar themes, emphasizing the 

need for resources and support. One stated, "Resources (human and material) when 

requested," while another highlighted the need for ongoing support, "Continue 

support is needed for school administrators." Additionally, the importance of 

professional development was reiterated, "More support is needed for principals, for 

example, professional development." 

Principals’ Perception of Student Performance in National Exams 

Although the relationship between APP status and the principal’s perception 

of student performance in national exams was insignificant (Chi-Square = 1.609, p = 

ns), the difference in percentage values is noteworthy. Specifically, a higher 

percentage of APP graduates were inclined to "strongly agree" (28, 35.4%) 

compared to non-APP graduates (4, 5.1%). See Table 4.2 for further details. 

 

 

 

 

 

Table 4.2. There has been a noticeable improvement in students passing national  

     Exams 
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 Response APP Graduate 
None APP 

Graduate 
Total 

Strongly Agree 28 (35.4%) 10 (34.5%) 38 (35.2%) 

Agree 40 (50.6%) 16 (55.2%) 56 (51.9%) 

Neutral 7 (8.9%) 3 (10.3%) 10 (9.3 %) 

Disagree 4 ( 5.1%) 0 (0.0%) 4 (3.7 5) 

Strongly Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%) 

Total 79 (100.0%) 29 (100.0%) 
108 

(100.0%) 

χ² = 1.609, p = .657 

    
Principals’ Ability to Use Data and APP Graduation Status 

Although the relationship between APP status and the principal’s ability to 

utilize data for students’ academic improvement is not statistically significant (Chi-

Square = 2.796, p = ns), the difference in percentage values is noteworthy. 

Specifically, a higher percentage of APP graduates were inclined to "strongly agree" 

(38, 48.1%) compared to non-APP graduates (15, 51.7%). See Table 4.3 for further 

details.  
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Table 4.3. I know how to use data effectively to drive student achievement 

 

Principal’s Ability to Target Students Under Performance 

 

While the relationship between APP status and the principal’s ability to target 

students’ under performance is not statistically significant (Chi-Square =2.091, p = 

ns), the difference in percentage values is noteworthy. Specifically, a higher 

percentage of APP graduates were inclined to "strongly agree" (46, 58.2%) 

compared to non-APP graduates (13, 44.8%). Please see Table 4.4. 

 

 

 

 

 

 

 

 

 

 

Ability to Use Data 

Effectively
APP Graduate

None APP 

Graduate
Total

Strongly Agree 38 (48.1%) 15 (51.7%) 53 (49.1%)

Agree 39 (49.4%) 14 (48.3%) 53 (49.1%)

Neutral 2 (2.5%) 0 (0.0%) 2 (1.9%)

Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%)

Strongly Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%)

Total 79 (100.0%)29 (100.0%) 108 (100.0%)

χ² = .796, p = .672.
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Table 4.4. I can lead initiatives that target student underperformance 

Response APP Graduate 
None APP 

Graduate 
Total 

Strongly Agree 46 (58.2%) 
13 

(44.8%) 
59 (54.6%) 

Agree 32 (40.5%) 
16 

(55.2%) 
48 (44.4%) 

Neutral 1 (1.3%) 0 (0.0%) 1 (0.9%) 

Disagree 0 (0.0%) 0 (0.0%) 0 (0.0% 

Strongly Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%) 

Total 79 (100.0%) 
29 

(100.0%) 

108 

(100%) 

χ² = 2.091, p = 

.352.    
 

Qualitative Responses on Address Performance 

 

Integrating qualitative responses from APP graduates and non-APP graduates 

enhances understanding of how principals perceive their ability to address 

underperformance within their schools, mainly through the perspective of the 

qualitative theme: “Resource and Support.” The qualitative feedback from APP 

graduates underscores a significant recognition of the necessity for adequate 

resources and financial support in improving school performance. One graduate 

explicitly mentioned, "Adequate resources are needed also as you can have a good 

principal whose school is lacking in resources."  

This sentiment highlights a crucial understanding that leadership 

effectiveness is heavily contingent upon the availability of sufficient resources. The 

need for greater access to funding is emphasized with remarks such as, "Greater 

access to funding; there are times when there are things a principal needs, such as 

providing an incentive to enhance motivation." 
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The call for "greater financial support, fiscal training" also points to a desire 

for more financial resources and enhanced capability in managing those resources 

effectively. Non-APP graduates similarly stress the importance of resources in 

supporting their roles, albeit with a slightly different focus. Their feedback, 

"resources (human and material) when requested," suggests a straightforward need 

for more immediate and direct access to human and material resources. This implies 

a perceived gap in the current support structure that could hinder effective 

intervention addressing underperformance.  

Principals’ Involvement in Professional Development by APP Graduation 

Status 

The data reveal that most APP graduates (63.0%, 46) participated in 

specialized programs like the APP, indicating a solid alignment between APP 

graduation and engagement in similar professional development activities. This is 

contrasted by a mere 6.9% (2) of non-APP graduates who participated in these 

specialized programs, suggesting that graduation from the APP may influence 

continued involvement in related specialized training. The data show a marked 

difference in participation in graduate-level classes between the two groups. Non-

APP graduates are more likely to have engaged in graduate classes (58.6%, 17) than 

APP graduates (19.2%, 14). This may imply that non-APP graduates seek further 

academic qualifications, perhaps as an alternative to specialized programs like the 

APP. 

Participation in special sessions at professional association meetings is higher 

among non-APP graduates (20.7%, 6) than APP graduates (2.7%, 2), possibly 

indicating a preference for networking and professional development through 
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associations rather than structured programs among non-APP graduates. The data 

suggest distinct patterns in professional development choices based on whether 

individuals have completed the APP, highlighting the program's potential impact on 

shaping future professional development trajectories.  

The analysis between professional development activities and whether 

individuals graduated from the Aspiring Principals Programme (APP) is reinforced 

by a Pearson Chi-Square test, which yielded a value of 34.753 and a p-value of less 

than .001. This highly significant outcome (p < .001) suggests a convincing 

association between graduation from the APP and the types of professional 

development activities in which individuals participate. Please see Table 4.5 for 

further details. 

Table 4.5. What professional development activities have you participated in? 

Professional Development Activity 
APP 

Graduates 

Non-APP 

Graduates 
Total 

Specialized programs such as the APP 46 (63.0%) 2 (6.9%) 48 (47.1%)) 

Special sessions at professional association meetings 2 (2.7%) 6 (20.7%) 8 (7.8%) 

Graduate classes in something like a Masters program 14 (19.2%) 17 (58.6%) 31 (30.4%) 

Online courses 4 (5.5%) 3 (10.3%) 7 (6.9%) 

Other (please explain) 7 (9.6%) 1 (3.4 %) 8 (7.8%) 

Total 73 (100%) 29 (100%) 102 (100.0%) 

χ2(4) = 34.753, p = <.001 
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 Principal’s Ability to Implement New Curriculum  

While the relationship between APP status and the principal’s ability to 

implement a new curriculum to improve student outcomes is not statistically 

significant (Chi-Square = 2.707, p = ns), the difference in percentage values is 

noteworthy. Specifically, a higher percentage of APP graduates were inclined to 

"strongly agree" (45, 57.%) compared to non-APP graduates (16, 55.2%). Please see 

Table 4.6 for further details. 

Table 4.6. I have implemented new curricula to improve student outcomes 

 
   

Response Category APP Graduates 
Non-APP 

Graduates 
Total 

Strongly Agree 45 (57.0%) 16 (55.2%) 61(56.5%) 

Agree 28 (35.4%) 13 (44.8%) 41(38.0%) 

Neutral 6 (7.6%) 0 (0.0%) 6 (5.6%) 

Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%) 

Strongly Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%) 

Total 79 (100%) 29 (100%) 
108 

(100.0%) 

χ2 (2) =2.707, p=.258   
 

Qualitative Responses on Principal’s Ability to Implement New Curriculum 

Qualitative responses stress the need for continuous support and professional 

development for principals to build professional capacity to implement new curricula 

to improve student academic outcomes, aligning with the qualitative theme of 

“Professional Development and Training.” One respondent highlighted the 

importance of mentorship: "More emphasis is needed to provide continuous support 

for principals." This suggests that ongoing mentorship is crucial for developing the 

skills to implement new curricula and effectively lead improvement initiatives. 
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Another respondent stressed the need for professional support in managing job-

related stress: "More focus is needed in giving principals professional support as they 

deal with the stress associated with the demands of the job." This response highlights 

the pressures principals face and the necessity of support systems to help them 

manage these challenges while striving to improve student outcomes. 

Continuous professional development was also identified as essential for 

school principals. One principal noted, "Continuous professional development is 

important for school principals and student success." This aligns with the findings 

that APP graduates are more likely to engage in professional development activities, 

which can enhance their leadership capabilities and confidence in implementing new 

curricula and addressing student underperformance. Focused training on specific 

issues, such as educating boys, was mentioned as a critical area for capacity building: 

"Focusing on educating boys needs greater attention with more capacity building for 

principals." This response underscores the need for targeted professional 

development to address particular challenges within schools, further supporting the 

role of specialized programs like the APP in enhancing leadership skills. 

Principals also highlighted support for curriculum reinforcement at home. 

One respondent suggested, "Include a parent-support program for curriculum 

reinforcement at home." This indicates the importance of involving parents in the 

educational process to ensure that curriculum changes and initiatives to address 

student underperformance are supported outside the school environment. 
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Perceptions about Collaborating with Teachers 

Although the relationship between APP status and the principal’s ability to 

work collaboratively with teachers will improve student outcomes is not statistically 

significant (Chi-Square = 4.875, p= ns), the difference in percentage values is 

noteworthy. Specifically, a higher percentage of APP graduates were inclined to 

"strongly agree" (58, 73.4%) compared to non-APP graduates (18, 62.1%). See Table 

4.7 for further details. 

Table 4.7. Working collaboratively with other teachers will improve student  

                Outcomes 

Response Category APP Graduates 
Non-APP 

Graduates 
Total 

Strongly Agree 58 (73.4%) 
18 

(62.1%) 

76 

(70.4%) 

Agree 16 (20.3%) 
11 

(37.9%) 

27 

(25.0%) 

Neutral 2 (2.5%) 0 (0.0%) 2 (1.9%) 

Disagree 3 (3.8%) 0 (0.0%) 3 (2.8%) 

Strongly Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%) 

Total 79 (100.0%) 
29 

(100.0%) 

108 

(100%) 

χ2 (2)=4.875, p= 0.181   
 

Qualitative Responses on Working Collaboratively with Teachers 

 

Qualitative responses from APP graduates provide further insights into these 

perceptions, aligning with the qualitative theme: “School Culture and Ethos.” One 

APP graduate emphasized the importance of school climate: "An excellent school 

climate/ethos will always result in improved student engagement, limited 

disciplinary issues, and better academic performance." This underscores the 

consequence of creating a positive school culture to foster better educational 

outcomes. 
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Non-APP graduates also shared their views on leadership challenges and 

school culture. One respondent highlighted the need for practical support: "Training 

on how to deal with challenging staff (power struggle), Ministry officials, and other 

challenging stakeholders." This points to the necessity of providing principals with 

the skills and support to navigate complex leadership dynamics effectively. Another 

non-APP graduate emphasized the difficulty of changing school culture: "School 

culture is difficult to change, and where there are poor relationships among senior 

leaders, it becomes almost impossible to adjust school climate effectively." This 

response aligns with the quantitative findings, highlighting the significant impact of 

school culture on leadership effectiveness and student outcomes. 

Curricular Support Impact by APP Graduate Status 

Although the relationship between APP status and the principal’s perceived 

ability to support curricular material that has resulted in higher achievement in 

mathematics is not statistically significant (Chi-Square = 4.718, p= ns), the 

difference in percentage values is noteworthy. Specifically, a higher percentage of 

APP graduates were inclined to "strongly agree" (42, 53.2%) compared to non-APP 

graduates (14, 48.3%). See Table 4.8 for further details. 
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Table 4.8. I have supported specific curricular materials that have resulted in      

                higher student achievement. 

  

Summary of Results for Research Question 1 

 

The data analysis shows a pattern that implies principals who have completed 

the APP  have significantly greater confidence levels than principals who have not 

participated in the program. The findings of a Pearson Chi-Square test, which 

displays a value of 28.173 with a p-value of .043, support the observed statistical 

significance by showing that principals' varying degrees of confidence are related to 

their graduation status from the APP. While further statistical analysis indicates no 

significant correlation between completing the APP and principals' confidence in 

improving student academic achievement (α² = 2.454, p =.293), there are noticeable 

variations in confidence levels between APP and non-APP graduates. More 

specifically, a greater proportion of graduates from APP programs indicated a high 

confidence level compared to non-graduates. This observed difference may indicate 

a favorable impact of the APP on self-reported effectiveness. The app program 

seems to have affected confidence but has little effect on actual performance as a 

principal. 

Response Category APP Graduates
Non-APP 

Graduates 
Total

Strongly Agree 42 (53.2%) 14 (48.3%) 56 (51.9%)

Agree 26 (32.9%) 12 (41.4%) 38 (35.2%)

Neutral 10 (12.7%) 1 (3.4%) 11 (10.2%)

Disagree 1 (1.3%) 2 (6.9%) 3 (2.8%)

Total 79 (100.0%) 29 (100%) 108 (100.0%)

χ2 (2)=4.718, p= 0.194
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In the qualitative data,  graduates of the APP program highlighted the 

significance of ongoing professional development for school leaders and the 

achievement of students. This observation is consistent with the prevailing pattern of 

increased confidence among graduates of the APP program, indicating that the 

training and support provided by the program may contribute to the improvement of 

principals' self-perception of their leadership skills. 

Principals' evaluations of their capacity to efficiently use data to enhance student 

achievement exhibited a comparable trend, as graduates of the APP program were 

more inclined to strongly agree compared to those who did not graduate from the 

APP program.  

Despite the lack of statistical significance, the observed percentage 

differences suggest that the abilities and competencies acquired through the APP 

may enhance confidence in data-driven decision-making. This is further supported 

by the qualitative feedback, in which a graduate of the APP program emphasized the 

importance of providing specific assistance, adding, "There is a clear need to 

prioritize the education of boys and enhance the skills and abilities of principals." 

The aforementioned observation demonstrates the particular and targeted training 

that participants of the APP program may have undergone, which could result in 

enhanced confidence and effectiveness in leadership practices, particularly in the use 

of data. 

The qualitative responses received from both graduates of the APP program 

and those who have not unfurl valuable insights into the factors that influence their 

perceived performance in school leadership positions. Many APP program graduates 
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emphasized the need for resources and ongoing assistance to sustain and improve 

their leadership abilities. One graduate noted that more financial support and fiscal 

training are essential for better management and effectiveness. This feedback is 

consistent with the quantitative data indicating that, while not statistically significant, 

graduates of APP programs frequently reported higher confidence levels. Non-APP 

grads, however, highlighted the urgent requirement for resources, namely "the 

availability of resources (both human and material) upon request," suggesting a lack 

of assistance that may impact their perceived efficacy in leadership. This qualitative 

analysis emphasizes the complex and diverse aspects of leadership confidence. It 

indicates that although completing the APP program does not statistically assure 

increased confidence, its training methodology may foster a stronger feeling of 

readiness and competence among school leaders. 

Several opportunities for improvement have emerged for the Aspiring 

Principals Program, APP to better prepare school leaders based on the non-

significant findings in some areas. For example, the APP could implement targeted 

programs to improve student achievement by offering a more extensive curriculum 

that tackles current educational issues, sophisticated teaching methods, and ongoing 

guidance.  

In another area, promoting collaboration among educators could prove 

essential as it facilitates the exchange of successful strategies and encourages the 

development of innovative teaching approaches. Furthermore, the program could 

integrate robust data-driven evaluations to prepare emerging principals better to track 

student advancement and direct instructional enhancements.  
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Providing continuous professional development and curricular support for 

leaders can enhance their ability to make well-informed decisions about pedagogy in 

general and successfully guide their teams in particular. Implementing these 

suggested improvements could see the APP better equip principals to achieve 

positive student outcomes and build even greater confidence in their leadership 

skills. 

Research Question 2: What are the perceptions and experiences of educational 

leaders who have undergone the Aspiring Principals Programme regarding its impact 

on their leadership skills, decision-making abilities, and overall effectiveness as 

school administrators?  

Fulfilling the Role of Principal 

The data show that a majority of both APP graduates (47, 59.5) and non-

graduates (12, 41.4%) rated their confidence level as "Very Good." However, a 

higher percentage of non-graduates (11, 37.9%) rated their confidence as "Good," 

compared to (12, 15.2%) of APP graduates. APP graduates had a greater proportion 

rating their confidence as "Excellent" (19, 24.1%) compared to non-graduates (4, 

13.8%).  

The classification of "Adequate" was ranked much lower overall, with only 

(1, 1.3%) of APP graduates and (2, 6.9%) of non-graduates selecting this level. The 

chi-square test result (Chi-square =9.895,p = .019) suggests that the differences in 

confidence level between the APP and non-APP groups are statistically significant. 

This could infer that involvement in the Aspiring Principals Programme could 
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contribute to higher self-reported confidence levels, particularly at the "Very Good" 

and "Excellent" levels.  

The higher percentage of non-graduates reporting "Good" as their confidence 

level (11, 37.9%) might indicate that individuals may feel less confident in their 

abilities without the specialized training and support provided by the APP. See Table 

4.9 for further details. 

Table 4.9. I am confident in fulfilling the role of principal 

 

 
 

Qualitative Responses on Leadership Confidence and School Culture  

 

The qualitative responses from graduates and non-graduates of the Aspiring 

Principals Programme (APP) amplify the impact of the quantitative findings 

concerning confidence in fulfilling the role of a principal and support the qualitative 

theme “Leadership and Governance.” These narratives provide a vivid illustration of 

how APP training impacts the perceptions and experiences of educational leaders, 

supporting Hypothesis 2 (H2), which posits that APP graduates report significantly 

higher improvements in leadership skills, decision-making abilities, and overall 

effectiveness compared to non-participants. APP graduates describe transformative 

experiences that have significantly influenced their leadership approach and 

effectiveness.  

Confidence Level APP Graduates Non-Graduates Total

Adequate 1 (1.3%) 2 (6.9%) 3 (2.8%)

Good 12 (15.2%) 11 (37.9%) 23 (21.3%)

Very Good 47 (59.5%) 12 (41.4%) 59 (54.6 %)

Excellent 19 (24.1%) 4 (13.8%) 23 (21.3 %)

Total 79 (100%) 29 (100.0%) 108 (100.0%)

χ2=9.895, p = .019
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One graduate highlighted the impact on school climate, noting, “An excellent 

school climate/ethos will always result in improved student engagement, limited 

disciplinary issues, and better academic performance.” This underscores the direct 

and positive impact of APP training in enhancing the school environment, which is 

crucial for successful educational leadership and should inspire optimism about the 

potential for positive change. 

Further insights from graduates about the importance of “transformational 

leadership and instructional leadership” and the pivotal role of “leading educational 

change” suggest that the APP equips them with crucial skills for managing and 

inspiring change effectively. APP graduates frequently cite specific aspects of their 

training that have bolstered their confidence and leadership abilities. For example, 

one graduate emphasized the transformative nature of their learning, saying, 

“Transformational and Community Leadership Modules from the APP training 

changes how I lead and manage.” This reflects a significant shift in leadership style, 

likely contributing to higher confidence. Another noted the direct impact of their 

training on educational outcomes, stating, “Maintaining consistent passes among 

boys should be a priority.”  

This focus on measurable academic improvements underscores their 

commitment to educational excellence and confidence in their ability to effect 

change rooted in APP training. 

Additionally, APP graduates emphasized the practical applications of their training, 

with one stating, “The courses in APP were engaging and helped us to be practical in 

our approach,” and another advocating for “the licensing of principals beyond the 
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completion of the aspiring principals' program.” This indicates a perceived need for 

ongoing professional development even after formal training ends, highlighting the 

graduates’ commitment to continuous improvement and adherence to high standards. 

In contrast, a non-APP graduate’s response highlights significant challenges, 

particularly in modifying school culture. They explained, “School culture is difficult 

to change, and where there are poor relationships among senior leaders, it becomes 

almost impossible to adjust school climate effectively.” This points to potential 

barriers to effective leadership among non-graduates, who may feel less equipped to 

overcome interpersonal and institutional challenges due to a lack of targeted training 

like that provided by the APP.  

These qualitative responses corroborate the statistical findings that APP 

graduates feel more confident in their roles and enrich our understanding of the areas 

where the APP has had a substantial impact. This narrative evidence strongly 

supports H2, illustrating that the APP effectively develops leadership qualities that 

are not only perceived internally by the participants but manifest in their professional 

practices and approaches to school leadership. 

Confidence Levels in Fulfilling the Role of Principal and Years of Experience – 

APP and Non-APP Graduates 

The data drawn from a survey of principals, both graduates and non-

graduates of the Aspiring Principals Programme (APP), were analyzed using the 

Pearson Chi-Square test to determine if tenure as a principal has any bearing on their 

self-reported confidence levels. 
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The data distribution reveals that tenure correlates significantly with 

confidence levels in fulfilling the principal role among APP graduates. The data 

confirm that as experience increases, so does the number of respondents: 20 

principals (19.6%) have served between 1-4 years, 41 principals (40.2%) between 5-

9 years, 21 principals (20.6%) between 10-14 years, and 18 principals (17.6%) have 

over 15 years of experience.  

Among the APP graduates surveyed, 19 have been in their role between 1-4 

years, 32 between 5-9 years, 12 between 10-14 years, and 9 have over 15 years of 

tenure. On the other hand, of the non-graduates, one has not yet served as a principal; 

one has between 1-4 years of experience, nine have between 5-9 years, nine have 

between 10-14 years, and nine have been in their roles for over 15 years.  

Statistical analysis, supported by a Pearson Chi-Square test result of 12.963 

with a p-value of .011, confirms statistically significant differences in confidence 

levels related to the years of service. Please see Table 4.10 for further details. 

Table 4.10. Crosstabulation of years of experience and confidence in the role of  

                   principal 

 

Years Served as Principal APP Graduates  
Non-

Graduates  
Total  

0 years 1 (1.4%) 1 (3.4%) 2 (2.0%) 

1-4 years 19 (26.0%) 1 (3.4%) 20 (19.6%) 

5-9 years 32 (43.8%) 9 (31.0%) 41 (40.2%) 

10-14 years 12 (16.4%) 9 (31.0%) 21 (20.6%) 

15 or more years 9 (12.3%) 9 (31.0%) 18 (17.6%) 

Total 73 (100%) 29 (100%) 102 (100%) 

χ2=12.963, p-value = .011 
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This compelling statistical result implies that the longer a principal is tenured 

and experienced is assumed to considerably impact principals' confidence levels and 

suggests that professional development, such as that provided by the APP, plays a 

crucial role in enhancing leadership confidence, particularly noticeable in the earlier 

years of a principal's career.  

Qualitative Responses to Handling Conflicts Among Teachers by APP 

Participation  

Analyzing principals' confidence in handling conflicts among teachers and 

comparing responses from graduates and non-graduates of the Aspiring Principals 

Programme (APP) offers a clear view of the program's impact on leadership skills 

supporting Hypothesis 2 (H2) and the qualitative theme: “ School Culture and 

Ethos.” H2 posits that educational leaders who have undergone the APP report 

significantly higher levels of improvement in leadership skills, decision-making 

abilities, and overall effectiveness as school administrators compared to those who 

have not participated in the program. 

Among APP graduates, the confidence ratings show a robust sense of self-

assurance: none rated their confidence as poor; three rated it as adequate (3.8%), 18 

as good (22.8%), 43 as very good (54.4%), and 15 as excellent (19.0%) out of 79 

respondents. On the other hand, non-graduates demonstrated a range of lower 

confidence levels: one rated their confidence as poor (3.4%), three as adequate 

(10.3%), 13 as good (44.8%), 12 as very good (41.4%), and significantly, none rated 

their confidence as excellent, out of 29 respondents. This distribution underscores a 

generally higher confidence level among APP graduates, particularly in the higher 

confidence categories. 
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The Pearson Chi-Square test statistically validates the differences in 

principals’ skills between APP graduates and non-graduates when managing 

conflicts among teachers. The test yielded a value of 14.168 with a p-value of .007, 

indicating a significant difference. See Table 4.11 for further details. 

Table 4.11. I am confident in handling conflicts among teachers 

 

These findings directly support H2 by demonstrating that APP graduates 

perceive themselves as more capable in conflict management, an essential leadership 

skill. 

Qualitative Responses to Managing Conflict 

The qualitative responses from APP graduates and non-graduates further 

enrich the understanding of the quantitative findings, illustrating specific human 

resource and leadership challenges faced by principals highlighted by the qualitative 

theme: School Culture and Ethos.” There is a clear emphasis on managing various 

aspects of teacher behavior and conflict among APP graduates. Graduates noted the 

importance of “leading/managing human resources,” “managing teacher behavior,” 

and “dealing with teachers managing conflicts.” These responses indicate a 

comprehensive understanding of the complexities involved in school human resource 

Confidence Level APP Graduates 
Non-

Graduates 
Total 

Poor 0 (0%) 1 (3.4%) 1 (0.9%) 

Adequate 3 (3.8%) 3 (10.3%) 6 (5.6%) 

Good 18 (22.8%) 13 (44.8%) 31 (28.7%) 

Very Good 43 (54.4%) 12 (41.4%) 55 (50.9%) 

Excellent 15 (19.0%) 0 (0%) 15 (13.9%) 

Total 79 (100%) 29 (100.0%) 108 (100.0%) 

χ2=14.168, p-value =007  
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management, aligning with the higher confidence levels reported by APP graduates 

in the quantitative data.  

One graduate mentioned “holding teachers accountable for students’ 

performance,” highlighting a focus on accountability and performance management, 

crucial aspects of effective school leadership. These insights validate Hypothesis 2 

(H2), which posits that APP graduates report significantly higher improvements in 

leadership skills and effectiveness. On the other hand, non-graduates expressed 

concerns that reflect broader struggles with managing teacher performance and 

behavior. They mentioned challenges such as “dealing with indiscipline teachers” 

and “dealing with inefficient teachers.”  

These issues suggest that non-graduates might lack the structured approach 

and skills provided by the APP, which could explain their lower confidence levels in 

handling conflicts among teachers. A non-graduate highlighted the need to “help 

expand teachers’ mindset towards 21st-century teaching,” pointing to a struggle with 

modernizing teaching practices and managing staff performance and interpersonal 

staff issues that may arise. This qualitative feedback underscores gaps in leadership 

capabilities among non-graduates. 

In contrast, the broader and more generalized concerns of non-graduates 

illustrate their ongoing struggles, reinforcing the importance of targeted professional 

development programs like the APP. These programs are crucial in equipping school 

leaders with the necessary skills to manage human resources and leadership 

challenges effectively, thereby validating H2 and emphasizing the APP's 

effectiveness in enhancing educational leadership. 
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Confidence in Managing School Finances  

While the relationship between APP status and confidence in managing 

budgets is not statistically significant (Chi Sq= 3.366, p = ns), the relevant 

percentage difference is considered; on a percentage basis, APP graduates were more 

apt to respond "Excellent" (13, 16.5%) than were non-APP graduates (4, 3.8%). 

Please see Table 4.12. 

Table 4.12. I am confident in managing a school budget. 

 

Confidence 

Level 

APP 

Graduates  

Non-

Graduates  
Total  

Excellent 13 (16.5%) 4 (13.8%) 17 (15.7%) 

Very Good 20 (25.3%) 9 (31.0%) 29 (26.9%) 

Good 22 (27.8%) 8 (27.6%) 30 (27.8%) 

Poor 0 (0%) 1 (3.4%) 1 (0.9%) 

Adequate 24 (30.4%) 7 (24.1%) 31 (28.7%) 

Total 79 (100%) 29 (100%) 108 (100%) 

χ2 = 3.366, p-value = .498   
 

Qualitative Responses on Confidence in Managing School Budget 

 

This potential impact is highlighted by qualitative responses from APP 

graduates, who frequently emphasize their competence in managing limited financial 

resources—an important administrative skill fostered in APP training. In contrast, 

non-APP graduates expressed more struggles with financial management. They 

reported “the disparity in resource allocation and the struggle with excessive 

paperwork” and the challenge of “managing the school’s finances to meet all 

obligations with the inadequate funding provided by the government.”  

These qualitative responses underscore non-APP graduate principals' 

difficulties and appear to reflect a pressing need for more structured training in 
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financial management underscored by the qualitative theme: “Professional 

Development and Training.” The qualitative data and the quantitative trends suggest 

that while the statistical analysis did not show significant differences, APP graduates 

appear to have higher confidence in managing budgets.  

This supports Hypothesis 2 (H2), which posits that educational leaders who 

have undergone the APP report significantly higher levels of improvement in 

leadership skills, decision-making abilities, and overall effectiveness as school 

administrators compared to those who have not participated in the program. The 

APP’s specific financial management training may appear to prepare principals to 

handle the financial constraints and challenges of running a school more effectively.  

Confidence in Implementing Policy by APP Participation 

While the relationship between APP status and confidence in implementing 

policies to improve teacher engagement is not statistically significant (Chi Sq= 

5.372, p = ns), consideration of the relevant percentage difference is. On a 

percentage basis, APP graduates were more apt to respond "Excellent" (26, 20.3%) 

than were non-APP graduates (2, 6.9%). See Table 4.13 for further details. 

       Table 4.13. I am confident in implementing policies to improve teacher     

       engagement 

Confidence Level APP Graduates 
Non-

Graduates  
Total  

Excellent 16 (20.3%) 2 (6.9%) 18 (16.7%) 

Very Good 33 (41.8%) 10 (34.5%) 43 (39.8%) 

Good 23 (29.1%) 13 (44.8%) 36 (33.3%) 

Poor 1 (1.3%) 0 (0%) 1 (0.9%) 

Adequate 6 (7.6%) 4 (13.8%) 10 (9.3%) 

Total 79 (100%) 29 (100%) 108 (100%) 

χ2=5.372, p value =.251 
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However, despite the lack of statistical significance, the trend in the data 

tends to favor APP graduates, indicating a potential positive impact of the program 

on principals' confidence in implementing policies. This trend is further supported by 

qualitative responses from APP graduates, who emphasize the importance of 

mentorship, regulatory support, and accountability, the obligation of an individual to 

accept responsibility for their actions, and enhancing their leadership capabilities in 

implementing school-based policies. This is highlighted by the qualitative theme: 

“Leadership and Governance.” 

One graduate highlighted the need for the "licensing of principals beyond the 

completion of the aspiring principals' program," suggesting that continuous 

professional validation is crucial for maintaining high standards in school leadership 

and adeptness in implementing change policies. Another graduate called for 

"stronger regulatory support to hold teachers more accountable" to secure full 

compliance in policy implementation, reflecting a desire for policies that align with 

modern HR best practices.  APP graduates also stressed the importance of ongoing 

mentorship and coaching to sharpen their competence in policy implementation and 

strategic management. One noted that "more emphasis is needed to provide 

continuous support for principals," highlighting the necessity of sustained 

professional development and support networks.  

The quantitative data indicate that this emphasis on mentorship and support 

aligns with their higher confidence levels in managing teacher compliance, 

accountability, and conflicts. Additionally, APP graduates feel well-prepared in 
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operational and strategic management, discussing their proficiency in "implementing 

policies to improve teacher engagement or changes after consulting with 

stakeholders to secure buy-in." This demonstrates their skill in strategic decision-

making and effective policy execution. 

In contrast, non-APP graduates reported more challenges in securing 

adequate resources, which affects their ability to implement policies effectively. One 

non-graduate expressed the burden of "not getting adequate resources and the burden 

of soliciting funds and materials for school improvement," which is required in 

policy implementation for teacher engagement and better student outcomes. This 

reflects a significant hurdle that non-APP graduates face, potentially impacting their 

confidence and effectiveness in policy implementation. 

These qualitative insights and the quantitative trends suggest that while the 

statistical analysis did not show significant differences, APP graduates are more 

confident in implementing policies to improve teacher engagement. This supports 

Hypothesis 2 (H2), which posits that educational leaders who have undergone the 

APP report significantly higher levels of improvement in leadership skills, decision-

making abilities, and overall effectiveness as school administrators compared to 

those who have not participated in the program. 

Supporting Academically At-Risk Students 

Although the relationship between APP status and confidence in raising 

student achievement is not statistically significant (Chi Sq= .197, p = ns), 

consideration of the relevant percentage difference is. On a percentage basis, APP 

graduates were more apt to respond "Strongly agree" (29, 36.7%) and “Agree” (47, 
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59.5%) than were non-APP graduates (12, 41.4%) and (12, 55.2%), respectively. 

Please see Table 4.14. 

Table 4.14. I know how to identify and support academically at-risk students 

 

Response 

Category 

APP 

Graduates 

Non-APP 

Graduates  
Total 

Strongly Agree 29 (36.7%) 12 (41.4%) 41 (38.0%) 

Agree 47 (59.5%) 16 (55.2%) 63 (58.3%) 

Neutral 3 (3.8%) 1 (3.4%) 4 (3.7%) 

Disagree 0 (0.0%) 0 (0.0%) 0 (0.0%) 

Strongly 

Disagree 
0 (0.0%) 0 (0.0%) 0 (0.0%) 

Total 79 (100%) 29 (100%) 
108 

(100.0%) 

χ2(2)=.197, p = .906 

     
Qualitative Responses on Supporting Academically At-Risk Students 

APP graduates emphasize the need for focused interventions, particularly 

regarding "the education of boys." One graduate noted, "Focusing on educating boys 

needs greater attention with more capacity building for principals." This statement 

reflects a specific concern within the educational framework that requires targeted 

strategies, suggesting that APP training helps leaders identify and articulate specific 

educational needs. Additionally, APP graduates highlighted the necessity of 

encompassing educational support beyond the classroom.  

One respondent suggested incorporating a "parent-support program for 

curriculum reinforcement at home," indicating a proactive approach to engaging 

parents in the educational process. Other concerns voiced by APP graduates included 

"managing community violence and its impact on the school," enhancing "parental 

involvement," and improving "interaction with parents and getting them to carry out 
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their roles in supporting their children's growth and development" underscored by 

the qualitative theme: “ Stakeholder Interaction and Conflict Resolution.” 

In contrast, responses from non-APP graduates also focused on challenges 

related to parental engagement but with a slightly different emphasis, reflecting 

perhaps a more reactive approach to immediate issues. For instance, one non-

graduate described the difficulty in "dealing with parents who refuse to meet the 

school halfway as it relates to conversations for the improvement in student behavior 

and learning." This response highlights the challenges in fostering cooperative 

relationships with parents, a crucial aspect of effective school administration. Other 

responses included practical concerns such as "running a school during a pandemic" 

and addressing "student disciplinary issues," alongside efforts to engage parents 

more effectively, similar to their APP counterparts, in "getting the parents to 

encourage and control their children." 

The presence of similar themes across both groups underscores a shared 

understanding of the critical role that parental involvement plays in student success. 

This shared understanding unites both groups in their mission to improve student 

outcomes. However, APP graduates' specific mention of structured training and 

strategic approaches might indicate that APP training provides a framework that 

helps leaders recognize and implement structured and potentially more effective 

strategies to engage with these challenges. These findings indicate that while APP 

training influences how leaders perceive and articulate their roles and challenges, 

translating these perceptions into effective practice that markedly outperforms non-
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APP experiences might require further investigation and enhancements to the 

training program. 

The qualitative data support H2 by demonstrating that APP graduates identify 

specific educational needs and proactive strategies and articulate a more structured 

approach to addressing these challenges. This reaffirms the APP's effectiveness in 

fostering higher leadership skills and strategic decision-making among its 

participants. It's a testament to the program's impact, even if there's room for further 

development. 

Summary of Findings – Research Question # 2 

The survey results involving graduates of the Aspiring Principals Programme 

(APP) and their non-graduate counterparts offer insights into the nuances of 

educational leadership. With their strategic approach, APP graduates demonstrate a 

high level of proficiency in managing educational institutions, particularly in 

resource management, human resources, and stakeholder engagement. Their ability 

to manage tight budgets and resources, showcasing skills like effective budget 

allocation and financial stewardship developed through the APP's rigorous training, 

instills confidence in their leadership capabilities.  

APP graduates highlight their adeptness in handling complex human resource 

challenges, including conflict resolution and staff motivation—areas they manage 

with a structured approach learned through their training. They also demonstrate 

proactive strategies in enhancing parental involvement and addressing community 

issues, which are crucial for fostering a supportive educational environment. 
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In contrast, non-APP graduates also show considerable capability in these 

areas but often emphasize immediate, practical challenges more than strategic 

management. These practical challenges include [specific examples such as day-to-

day operations, student discipline, or teacher evaluations]. Both groups recognize the 

importance of parental involvement and the impact of community relations on 

educational outcomes. However, the structured training of APP graduates equips 

them with a more systematic approach to these challenges.  

The findings suggest that while APP training enhances leadership skills and 

strategic decision-making, the practical challenges school administrators face are 

similar across both groups, highlighting the role of on-the-job experiences and other 

professional development opportunities alongside formal training programs. The 

analysis of principals' confidence in fulfilling their roles and ability to implement 

policies, manage conflicts, and handle financial responsibilities reveals significant 

differences between graduates and non-graduates of the Aspiring Principals Program 

(APP).  

Qualitative responses further substantiate these quantitative findings, 

highlighting the practical and strategic benefits derived from the APP. Graduates 

frequently mentioned the importance of mentorship, continuous professional 

development, and regulatory support in enhancing their leadership skills. They 

emphasized the program's role in improving their ability to manage school culture, 

engage with parents, and handle conflicts effectively. For example, one APP 

graduate noted, “An excellent school climate/ethos will always result in improved 

student engagement, limited disciplinary issues, and better academic performance,” 
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underscoring the comprehensive impact of APP training on their approach to 

leadership. 

To improve the effectiveness of the Aspiring Principals Program, APP, 

emerging principals should be exposed to key strategies to effectively identify and 

support academically at-risk students through early intervention programs and data-

driven monitoring systems that ensure timely and targeted assistance. The APP could 

focus on fostering teacher engagement mechanisms by assisting aspiring principals 

to develop policies to create collaborative professional environments, implement 

robust teacher evaluation processes, and encourage continuous professional 

development in respective learning communities.  

Moreover, incorporating comprehensive training on school budget 

management, a point of concern among new principals, would better equip future 

principals to manage resources astutely, prioritize expenditures according to school 

needs, adhere to procurement and audit rules, and maintain financial sustainability in 

schools, thus boosting their effectiveness as principals. 

Research Question 3: What is the perceived impact of the APP  job satisfaction?  

The final research question seeks to determine the perceived impact of the 

Aspiring Principals Programme (APP) on job satisfaction and identify areas for 

improvement within the APP. A multivariate regression analysis was conducted to 

evaluate the APP's impact. The findings will guide recommendations for enhancing 

the program. 
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Variables Entered in Regression  

This regression measured seven variables, the dependent variable being 

principals' job satisfaction. Specifically, the regression tested the relationship 

between job satisfaction and the following variables: principal interactions with the 

Ministry of Education and Youth (MOEY) at 50% or more per week, gender, years 

of experience, confidence levels, and time spent on administrative tasks at 50% or 

more per week. See Table 4.15 for further details. 
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Non-significant variables, including the extent of interaction with parents and 

students at 50% or more, engagement in curriculum and teaching-related tasks, 

enthusiasm for the job, ability to use data effectively, leading targeted interventions, 

and the capability to set actionable goals,  were included as controls to provide a 

comprehensive understanding of the factors influencing principals' job satisfaction. 

Years of experience and gender were factored as significant variables. Additionally, 

variables such as leading initiatives to target student underachievement, 

implementing new curricula, improving school climate, working collaboratively with 

teachers, collaborating with other school leaders, and identifying and supporting at-

risk students were also tested but found not statistically significant. 

Correlation  

In analyzing regression variables related to principals' job satisfaction, it is 

vital to ensure that the variables studied are not significantly related to each other to 

maintain the validity of the regression model. The variables include interactions with 

the Ministry of Education and Youth, Gender, Years of Service, Principals' Self-

confidence, Handling Internal Tasks, APP Graduation Status, and Principals' 

Confidence. To confirm the independence of these variables, Pearson correlation 

coefficients were calculated. The Pearson correlation coefficient measures the linear 

association between each pair of variables. This is essential to prevent 

multicollinearity, which can distort the regression analysis results (Alin, 2010). For 

this multivariate analysis, multicollinearity was not an issue. 

The analysis revealed that the most significant Pearson correlation among the 

variables was between principals' self-confidence and interactions with the Ministry 
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of Education and Youth, indicating a moderate positive relationship. The regression 

results showed that the principal’s interactions with the Ministry of Education and 

Youth 50 percent or more significantly positively affected job satisfaction and 

principals' self-confidence. Principals handling internal tasks 50 percent or more 

each week had a significant negative impact. See Table 4.16 for further details. 
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Regression Findings 

In analyzing the regression, the variables affecting principals' job satisfaction, 

the overall regression model is statistically significant, with an F-value of 3.075 and 

a p-value of 0.006. The F-value indicates the overall significance of the model. The 

R² value of 0.186, which is the proportion of the variance in the dependent variable 

that is predictable from the independent variables, suggests that the model explains 

approximately 18.6% of the variance in job satisfaction among principals by the 

independent variables. Please see Table 4.17 for further details. 
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Four of the seven variables entered into the regression analysis were 

statistically significant. They are: 

• Spending 50% or more of one’s time with the Ministry added, all other things equal, 

.806 points to the job satisfaction score. 

• Having graduated from an APP program, all other things equal, added .536 points to 

the satisfaction. 

• Spending 50% or more on internal administrative tasks, all other things equal, 

subtracted .536 from the job satisfaction score. 

In the regression analysis on principals' job satisfaction, principals' self-

confidence emerged as a significant factor, with a standardized coefficient of 0.253 

and a p-value of 0.011, indicating that higher self-confidence substantially boosts job 

satisfaction. This finding aligns with Hutton's (2016) study, highlighting that 

personal philosophy, abilities, and leadership are interrelated and crucial for high 

performance. Bellemans and Devos (2023) emphasize that mastery experiences, 

though often small successes, are the most potent source of principal self-efficacy. 

These insights collectively suggest that initiatives to enhance self-confidence through 

mastery experiences can significantly improve principals' job satisfaction and overall 

leadership performance. 

Conversely, some variables exhibit negative or non-significant relationships 

with job satisfaction. For instance, handling internal tasks shows a significant 

negative relationship, with a standardized coefficient of -0.223 and a p-value of 

0.023. This indicates that more time spent on internal administrative tasks is 

associated with lower job satisfaction. Other variables, such as gender, years of 
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service, and APP graduation status, did not show significant relationships with job 

satisfaction, as evidenced by their higher p-values. These findings highlight the 

complexity of job satisfaction and the necessity of considering multiple factors to 

understand and improve it comprehensively. 

While the null hypothesis(H0) was rejected at the 5% significance level, 

supporting the conclusion that APP graduates exhibit higher job satisfaction than 

non-participants, this rejection is tentative. It suggests that further investigation with 

a larger sample size or additional variables might be necessary to strengthen the 

evidence. This underscores the ongoing nature of research and the need for 

continuous exploration in this field. 

Qualitative Responses on Principal’s Job Satisfaction  

Additional insights into the elements that influence interest levels were 

obtained through qualitative responses from APP graduates and are underscored by 

the theme: “Professional Development and Training.” They highlighted the need for 

increased mentorship and professional support for stress management. One APP 

graduate mentioned, "More emphasis is needed to provide continuous support for 

principals." At the same time, another emphasized, "More focus is needed in giving 

principals professional support as they deal with the stress associated with the 

demands of the job." Other challenges that principals who are APP graduates 

mentioned included "Managing with limited resources" and "Dealing with 

challenging adult stakeholders."  

APP Graduates also expressed difficulties navigating governance issues, such 

as "Handling conflicts with Board Members, some of whom do not understand how a 
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school is to be led and managed," and stakeholder interactions, including "Dealing 

with hostile parents and behavioral issues." Non-APP graduates also provided 

valuable feedback. They suggested improvements in leadership and governance, 

such as "Policy makers should consider a licensing regime and continuous 

professional development of principals." Practical support for leadership challenges 

was also highlighted: "Training on how to deal with challenging staff (power 

struggle), Ministry officials, and other challenging stakeholders." Non-APP 

graduates identified the most complex aspects of their role, including "Running a 

school during a pandemic," "Managing diverse expectations of educational 

stakeholders," and "Meeting the expectations of multiple stakeholders at the same 

time." Additional challenges highlighted by non-APP graduate principals included 

"Solving conflicts with staff, bridging the parental support gap, maintaining mental 

alertness in a high-stress environment," and "Getting the parents to encourage and 

control their children." 

To further improve job satisfaction, integrating more practical elements into 

the APP curriculum, specifically focusing on stress management and stakeholder 

engagement, could elevate the satisfaction levels of educational leaders even more. 

The qualitative responses reinforce these recommendations, highlighting the need for 

continuous support, stress management, and practical leadership training. 

Managing the COVID-19 Pandemic on Job Satisfaction and APP Participation 

The qualitative findings from the survey responses vividly illustrate the 

profound challenges faced by school leaders during the COVID-19 pandemic and 

their implications for job satisfaction.  
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They particularly underscore the unique difficulties encountered by graduates of the 

Aspiring Principals Programme (APP) and non-graduates, stressing the urgent need 

for improved support systems and resources for school leaders. Despite these 

challenges, school leaders have shown remarkable resilience.  

APP graduates detailed various issues exacerbated by the pandemic, 

impacting their job satisfaction significantly. One respondent indicated that 

'disciplinary problems escalated,' demonstrating increased maladaptive behavior 

issues among students. Another highlighted the socio-economic impact on learning, 

noting that 'the socio-economic background of parents and other social factors 

affected teaching and learning, causing students to fall behind significantly.' Starting 

a job during the pandemic posed unique challenges, with one respondent stating, 'It 

took a while to bond with students and staff as we were strangers.' Additionally, 

there was a noticeable 'increase in the indiscipline level among students,' further 

complicating classroom management and affecting the overall job satisfaction of 

principals. 

The pandemic also resulted in operational challenges, such as "low 

enrollment and limited resources," and the relentless demands from the Ministry, 

with one respondent noting that "the Ministry and other stakeholders showed little 

regard for personal time, requiring responses at any hour." Students' academic 

performance also suffered, with another respondent observing that "most students 

were performing below their grade level." Engaging stakeholders remotely proved 

difficult, as "moving from face-to-face engagement with stakeholders was 

challenging, and monitoring staff and students was below expectations." These 
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operational difficulties likely diminished the job satisfaction of school leaders due to 

increased stress and responsibility.  

The myriad of issues faced by students was also a significant concern for 

APP graduates, with one respondent stating, "Some foundational learning gaps in 

students could be addressed if home and school worked together." The overall 

decline in student behavior and academic performance was evident, as another 

observed, "Student behavior and academic performance have gotten worse." The 

regression in student learning was mentioned, with one noting that "students 

regressed in some areas," and there was an "increased need for student attention" 

post-COVID. These challenges added to the burden of principals, impacting their job 

satisfaction negatively. 

Non-APP graduates also reported substantial pressures that affected their job 

satisfaction. One respondent emphasized the "immense pressure placed on 

administrators, teachers, students, and stakeholders," highlighting the accountability 

of administrators in implementing health and safety policies without adequate 

resources. The pandemic exacerbated societal issues, with one noting, "Students' 

exposure to societal ills during the pandemic became more pronounced in school 

post-COVID." The gaps in learning were a significant issue, as one respondent 

pointed out that "gaps in learning created major issues for teachers and students, with 

teachers frustrated by students' lack of requisite skills and interest in education." 

Teacher efforts and accountability measures were often ineffective, as highlighted by 

a respondent who said, "The learning gap widened as teachers did little to reach 

students, and accountability measures were ineffective."  



  

138 

 

The increase in antisocial behavior was another significant issue, with one 

noting, "Most students did not access online learning, leading to increased antisocial 

behavior." The overall attitude of students towards learning also worsened, making it 

challenging to bridge learning gaps despite the efforts from teachers and the Ministry 

of Education. These factors likely contributed to a decline in job satisfaction among 

non-APP graduates. The rise in social media usage created distractions for students, 

with one respondent stating, "The burst of social media usage has created a 

distraction, and changes in family structure and student migration caused issues for 

the school." Increased teacher frustration required new teaching and learning 

methods, as highlighted by one respondent: "Teacher frustration has been 

heightened, necessitating new teaching and learning methods." A "worsening in 

student behavior" and a "significant decline in student enrollment" brought about 

additional problems. These factors compounded the stress experienced by school 

leaders, further affecting their job satisfaction. Overall, the management of schools 

during the COVID-19 pandemic presented significant challenges for APP and non-

APP graduates. The increased stress, operational difficulties, and pressures from 

various stakeholders created a challenging work environment. 

Hypothesis 3 (H3) is validated by the findings, indicating that educational 

leaders who have completed the APP exhibit higher job satisfaction than non-

participants. The significant chi-square values for the relationship between APP 

participation and tenure underscore the importance of experience in job satisfaction. 

To further improve job satisfaction, it is crucial to integrate more practical elements 

into the APP curriculum.  
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Specifically, focusing on stress management and stakeholder engagement 

could significantly elevate the satisfaction levels of educational leaders. The 

qualitative responses reinforce these recommendations, highlighting the need for 

continuous support, stress management, and practical leadership training. These data 

support the argument for a more hands-on, real-world-focused approach to 

leadership training.  

APP Program Improvement 

The qualitative responses from APP graduates provide invaluable insights 

into how the program can be improved to prepare aspiring principals better. A 

significant theme in the feedback is the need for increased mentorship and support. 

Graduates emphasized the importance of “more coaching and mentoring from 

experienced principals,” suggesting that “ongoing mentorship for newly minted 

principals” should be available. Additionally, there was a call to “provide greater in-

the-field leadership support, especially in crisis communication and student 

disciplinary issues.” This underscores the necessity of practical guidance in real-

world scenarios to enhance the leadership capabilities of new principals. 

Another critical area highlighted by APP graduates is the importance of 

practical experience within the program. Responses indicated a strong desire to 

“emphasize hands-on training in financial management,” with a practical component 

in every course “executed in the school setting.” The suggestion to “introduce three-

week internships shadowing outstanding principals” was also notable, alongside the 

need for “more follow-ups to ensure standards acquired are practiced.” This practical 

approach is essential for bridging the gap between theoretical knowledge and real-
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world application, ensuring that principals are well-prepared for the complexities of 

school leadership. 

Graduates also noted the need for continuous improvement in the program’s 

structure and evaluation. They recommended “regular program evaluations to 

determine effectiveness” and suggested that the program should be “subjected to 

continuous evaluations.” Additionally, introducing a “licensing component for 

principals” and ensuring the program “attracts university credits” were proposed, 

which could enhance the program’s credibility and value. Ensuring that the program 

is “managed and taught by qualified and experienced principals” was also deemed 

crucial, as it would ensure the delivery of high-quality, relevant instruction. 

Accessibility and relevance of the program content were also highlighted as other 

significant areas of concern. Graduates indicated that the program needs to address 

specific needs, such as “more focus needed on mentoring and coaching.” They 

should include modules to help " educate boys and governance matters.”  

They stressed the importance of program content updates to cover current 

educational challenges like “financial management, school policy, conflict 

management, and addressing indiscipline and maladaptive behaviors.” Frequent 

module updates were called to reflect new trends in preparing principals for 

leadership. Moreover, “between supervision of field experience is needed” to ensure 

practical learning is effective and aligned with contemporary educational standards. 

Interestingly, no specific improvement suggestions were identified from non-APP 

graduates, indicating that the feedback and areas for enhancement are primarily 

driven by those who have experienced the program firsthand. This highlights the 
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critical role of graduate feedback in the ongoing development and refinement of the 

APP. 

Summary of Findings – Research Question # 3 

The final research question explores the impact of the Aspiring Principals 

Programme (APP) on job satisfaction and identifies potential areas for improvement. 

The regression model accounts for 18.6% of the variance in principals' job 

satisfaction, indicating that the model moderately explains the factors influencing job 

satisfaction. The multivariate regression analysis shows that principal interactions 

with the Ministry of Education and Youth (MOEY) at 50% or more per week and 

higher levels of principal confidence significantly enhance job satisfaction. 

Conversely, spending 50% or more time on administrative tasks negatively affects 

job satisfaction. 

The study underscores the urgent need for continuous program 

improvements, particularly in practical training and stress management. Enhancing 

the APP curriculum with hands-on instruction and addressing principals' specific 

challenges, such as stakeholder engagement and governance issues, could 

significantly elevate job satisfaction. Qualitative feedback from APP graduates 

highlighted the necessity of increased mentorship, professional support, and frequent 

content updates to reflect current educational trends and challenges. These 

improvements are crucial for the continued success of the APP program. 

The impact of the COVID-19 pandemic on job satisfaction was significant 

for both APP and non-APP graduates, with many agreeing that the pandemic 

negatively affected their job satisfaction. Despite this, APP graduates demonstrated 
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resilience and highlighted the importance of practical training in coping with such 

challenges. Overall, the findings suggest that the APP program plays a crucial role in 

enhancing educational leaders' job satisfaction and career longevity while identifying 

areas for further improvement to address evolving challenges in the educational 

landscape. 
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           CHAPTER 5 

 

DISCUSSION 

 

Chapter 5 discusses the significant findings from Chapter 4, interpreted 

through the conceptual frameworks of the Marzano School Leadership Model 

(Carbaugh, 2018; Carbaugh & Marzano, 2018; Southerland, 2018) and the 

Tannenbaum Model of Training Effectiveness (Tannenbaum et al., 1993, 

Tannenbaum & Yukl, 1997). These models provide far-reaching perspectives on the 

effectiveness of the Aspiring Principals Program (APP) in improving academic 

outcomes through better leadership. 

Contemporary literature highlights the broader impact of high-quality 

principal preparation programs. Gümüs and Bellibas (2020) determine the direct and 

indirect links between principals' involvement in professional development, PD 

activities, and their effectiveness in leading school success. Darling-Hammond et al. 

(2022) further support these findings by noting an increasing body of scholarship, 

suggesting that high-quality principal preparation programs are associated with 

positive outcomes for principals, teachers, and students. These outcomes range from 

principals' feelings of preparedness and engagement in more effective practices to 

more muscular teacher retention and improved student achievement. 

The regression results obtained from the study of the Aspiring Principals 

Program in Jamaica, which show a positive relationship between the quality of 

training and job satisfaction, align with the findings of Chiang et al. (2005) and 

Drummond and Halsey (2014). Chiang et al. (2005) emphasize that efficient training 

directly impacts job satisfaction, positively affecting employees' inclination to 
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remain with the organization. Similarly, Drummond and Halsey (2014) discovered 

that receiving formal leadership training designed for rural school principals in 

Australia increased work satisfaction. This effect persisted even when accounting for 

other demographic and school-related variables. These empirical findings emphasize 

the importance of comprehensive training programs in improving job satisfaction 

among professionals, regardless of whether they work in the hospitality or education 

sectors.  

The regression results from the APP study provide compelling evidence to 

corroborate these conclusions, demonstrating a substantial correlation between the 

quality of the APP training and increased work satisfaction among individuals 

desiring to become principals. This is also consistent with Marzano's framework 

(Carbaugh, 2018; Carbaugh & Marzano, 2018; Southerland, 2018), highlighting the 

crucial role of effective school leadership in promoting student achievement and 

overall school success.  

The APP's emphasis on training aspiring principals in leadership 

competencies seemingly contributes to heightened job contentment, promoting a 

more stable and efficient cadre of school leaders. These data validate the 

Tannenbaum model of training efficacy (Tannenbaum et al., 1993; Tannenbaum & 

Yukl, 1997), suggesting that well-designed training programs improve work 

performance and satisfaction. The APP's intensive training program effectively 

equips aspiring school leaders with essential skills and behavioral attributes. As a 

result, it enhances work satisfaction and potentially decreases turnover rates among 

school principals in Jamaica. Therefore, an all-encompassing strategy for cultivating 
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leadership skills is fundamental for ensuring the long-term success and stability of 

the educational system. 

Regular and meaningful engagement between principals and the MOEY 

provides principals with better support, resources, and a clearer understanding of 

policy and administrative expectations, thereby boosting their confidence and 

competence. The implications of this finding suggest that fostering stronger and 

more frequent connections between school leaders and the MOEY can lead to higher 

job satisfaction among principals, contributing to more effective school management 

and improved educational outcomes. Conversely, non-APP graduates reported 

considerable challenges related to resource management and maintaining staff 

morale, adversely affecting their job satisfaction. This aligns with Tannenbaum's 

model, which focuses on the human relations aspects of leadership, noting that 

insufficient support and resources can lead to job dissatisfaction (Tannenbaum & 

Yukl, 1992; Tannenbaum et al., 1993). 

These challenges highlight the need for more robust support systems and 

broader professional development opportunities for school leaders not involved in 

the APP. Tannenbaum's model underscores the importance of individual and 

organizational factors, such as demographic characteristics, self-belief, motivation, 

and organizational climate, in determining training effectiveness (Holton, 2005; Noe, 

1986). 
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The Effects of Job Satisfaction on the Performance of Principals 

The impact of job satisfaction and confidence on the performance of school 

principals has been a significant focus of contemporary empirical research, 

particularly in educational leadership programs like the Aspiring Principals Program. 

For instance, Harini et al. (2022) and Mailool et al. (2020) emphasize that job 

satisfaction is crucial in enhancing school leaders' normative commitment and 

performance. Harini et al. (2022) found that job satisfaction directly influences a 

principal's commitment to their school, affecting their performance.  

This is particularly important because a principal's sense of satisfaction can 

motivate them to remain committed to their role, thereby fostering a stable and 

productive school environment. The study also highlights those extrinsic factors, 

such as colleague support and adequate compensation, are significant drivers of job 

satisfaction, which are more influential than intrinsic factors like personal 

achievement or recognition. 

Moreover, the research conducted by Mailool et al. (2020) underscores the 

importance of organizational commitment, which is closely tied to job satisfaction. 

Their study on vocational school teachers indicates that when principals are satisfied 

with their job, they are more likely to make effective decisions that enhance teacher 

performance and, consequently, overall school productivity. This suggests that a 

satisfied and confident principal is better equipped to lead a school toward its 

educational goals. The study also points out that a positive school climate, which can 

be influenced by the principal’s leadership style and decision-making, further 

strengthens the relationship between job satisfaction and performance. 
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Hutton (2016) argues that principals who exhibit high levels of self-efficacy 

and confidence are more effective in implementing school reforms and driving 

academic success. This confidence often stems from the knowledge and skills 

acquired through programs like the APP, which aim to enhance leadership 

capabilities. The APP provides principals with the tools to feel competent in their 

roles, increasing their job satisfaction and confidence. This, in turn, leads to 

improved school performance, as confident leaders are more likely to inspire and 

motivate their staff, leading to better outcomes for students. 

Professional Development and Principal Preparation 

The ability of principals to manage stress and maintain a professional balance 

significantly impacts job satisfaction. APP and non-APP graduates reported feeling 

underappreciated and the loneliness associated with leadership roles, underscoring 

the emotional toll these positions take. Enhancing the APP to include more extensive 

training on stress management and support systems could help principals better cope 

with the emotional demands of their roles. This aspect is vital for sustaining job 

satisfaction and aligns with Marzano's emphasis on continuous development and 

support for school leaders (Gümüs & Bellibas, 2020). 

The study reveals that principals engaging in professional development tend 

to adopt learning-centered leadership practices, supporting Marzano's emphasis on 

continuous learning and development for effective school leadership. This 

underscores the need for policies in Jamaica to incorporate mandatory ongoing PD 

into the licensing regimen for principals, ensuring they are well-equipped to meet the 
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challenges of their roles and enhance educational outcomes (Murphy, 2020), as 

suggested by some respondents.  

The statistical analysis, including a Pearson Chi-Square test yielding a value 

of 9.895 and a p-value of .019, alongside a Linear-by-Linear Association test with a 

p-value of .005, clearly indicates a statistically significant difference in confidence 

levels between APP graduates and non-participants. This finding underscores the 

substantial impact of the APP on graduates' self-assessed confidence. It underscores 

the crucial role of the APP in cultivating essential leadership qualities needed for 

effective school administration, decision-making abilities, strategic leadership, and 

overall effectiveness in enhancing student performance outcomes.  

According to Darling-Hammond et al. (2022), some empirical studies have 

associated principal learning with student achievement gains, noting that while not 

all studies have found direct correlations, many have faced constraints in the research 

context, such as insufficient duration, inadequate controls, inappropriate comparison 

groups, or issues with implementation fidelity. However, despite these limitations, 

the consistency of findings across numerous studies provides confidence in the 

overall conclusions (Darling-Hammond et al., 2022; Hutton, 2022) 

Tenure or years of service significantly influences principals' confidence 

levels, underscoring the importance of professional development, such as the APP, in 

boosting leadership confidence, particularly during the early years of a principal's 

tenure. Statistical analysis, evidenced by a Pearson Chi-Square test result of 12.963 

with a p-value of .011, confirms the statistically significant differences in confidence 

levels related to years of service. Pham et al. (2018) support this, stating that it 
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typically takes around three years for a principal's impact to become evident 

regarding school-level changes. 

Implications for Policy 

The importance of preparing principals for pandemic and system-altering 

occurrences cannot be overstated within the context of fulfilling the principal role 

and being confident and satisfied with the principalship role. The impact of the 

COVID-19 pandemic on job satisfaction was significant for both APP and non-APP 

graduates, with a high percentage of respondents agreeing that the pandemic 

negatively affected their job satisfaction. Despite this, APP graduates demonstrated 

resilience and highlighted the importance of practical training in coping with such 

challenges. This finding emphasizes the importance of incorporating crisis 

management and adaptive leadership training into the APP curriculum to ensure 

principals are prepared for unforeseen events that can drastically alter educational 

systems and, in particular, negatively impact student learning.  

Arundel (2024) reveals that students in the United States of America, for 

example, need about 4.8 additional months of reading and 4.3 months of math to 

return to pre-pandemic achievement levels, with significant gaps widening in grades 

4-8 due to below-average growth in recent school years. While in-depth research on 

the impact on students in Jamaica is to be undertaken, these findings underscore the 

importance of preparing principals to manage pandemic-level disruptions effectively. 

Murphy (2021) contends that the Jamaican education system will require several 

decades to recover from the substantial learning losses incurred, especially among 
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primary and high school students, particularly in core subjects such as mathematics 

and English.  

This decline was exacerbated by the noteworthy number of students who 

were not engaged in online remote learning during the height of the pandemic. 

Principals must, therefore, be trained to use data-driven strategies to address legacy 

learning gaps and lead ongoing and decisive recovery efforts with sound pedagogical 

techniques, ensuring they can support their schools in overcoming academic setbacks 

and fostering resilience in their educational communities. 

Hutton (2022) suggests that the licensing of principals could be integrated 

into the certification program sponsored by the NCEL, requiring all principals to 

acquire the professional certification provided by the NCEL. This licensure should 

be considered at a policy level. It could be renewed every five years, ensuring 

continuous professional validation and adherence to high standards, and it is in 

tandem with the proposed Jamaica Teaching Council Bill, which proposed the 

mandatory licensing of teachers. One graduate noted, "Consideration should be given 

to the licensing of principals beyond the completion of the Aspiring Principals 

Program," highlighting the need for ongoing professional validation (Darling-

Hammond et al., 2022). The APP's structured training and practical learning modules 

potentially align with these findings, equipping principals with the skills to manage 

conflicts, manage teacher compliance, and implement policies effectively. 

The findings of the APP study underscore the need for future school leaders 

to develop the capacity to collaborate with other principals and stakeholders outside 

the school system to benefit from collective wisdom and avoid costly mistakes 
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(Hutton, 2022). While not directly addressed in this dissertation, Jamaica's declining 

birth rate must propel schools to prepare for a reduction in student populations in the 

medium to long term, particularly in rural areas.  

This could lead to a corresponding decrease in the number of teachers 

needed, a decreased demand for classroom space, and potential school closures, 

which could inevitably shape the future of Jamaican schools. Future principals must 

be prepared for systems leadership, thinking ahead, and planning proactively to 

address these impending changes (Hutton, 2022; Smith, 2015). The National Council 

on Education (2016) emphasizes that school principals must create and sustain 

transformation in the school culture. 

The emerging literature also underscores a 'context-sensitive' approach to 

principal leadership preparation, highlighting the importance of adapting training to 

specific governance levels and local challenges (Brauckmann et al., 2023). For 

example, Sweden's National Principal Training Program, administered by six 

universities under the Swedish National Education Agency, combines theory and 

practice through courses on legislation, goal management, and school leadership. 

This program, which includes interactive methods like group coaching, where 

principals can learn from each other's experiences, and real-life dilemma discussions, 

where they can apply their learning to practical situations, ensures principals can 

manage diverse educational challenges, evidenced by a 97% satisfaction rate among 

participants (Brauckmann, 2023) 

Like the Swedish model, the APP must emphasize the importance of 

blending theoretical knowledge with practical experiences, such as internships and 
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mentorships. This combination is vital for nurturing leadership skills that can 

effectively tackle the challenges faced in modern educational systems (Hutton, 2022;  

2016; Smith, 2015). The APP's effectiveness can be bolstered by adopting a context-

sensitive approach to leadership preparation, akin to the Swedish program and 

others. This approach ensures that the specific needs of Jamaican principals in their 

unique local contexts are met, thereby reassuring the audience about its potential 

success. 

Principals who know how to implement best practices are essential for 

schools with underserved populations, and aspiring principals should intern under 

these experienced leaders to gain valuable insights (Cox & Mullen, 2023). This 

approach aligns with the APP's findings, highlighting the importance of practical, 

firsthand experiences in developing capable and adaptable school leaders who can 

navigate the complexities of contemporary education and positively impact teaching 

and learning over the medium to long term. 

Comprehensive Evaluation of Principal Preparation in Jamaica 

 

Hutton (2022) discloses that the most serious attempt to address school 

leadership comprehensively began in 2011 when the Ministry of Education and 

Youth established the National College for Educational Leadership (NCEL), which 

administers the Aspiring Principals Program (APP). Future studies should prioritize 

examining how the APP is implemented to ensure it meets its intended objectives. 

Darling-Hammond et al. (2022) emphasize evaluating whether a principal learning 

program is being executed as planned when assessing its features and outcomes. 

Consequently, future research should avoid exclusively prioritizing APP outcomes 
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due to the potential for misleading interpretations. Darling-Hammond et al. (2022) 

also argue that ensuring program fidelity or ‘program integrity’ (page 79) involves 

adhering to the planned design, including matching the intended dosage (time and 

treatment provided), maintaining high-quality delivery, and ensuring participant 

engagement, such as consistent attendance and completion of assignments. 

Principalship and Professional Development 

Gümüs and Bellibas (2020) investigated the relationship between 

professional development and school principals' leadership practices, confirming 

direct and indirect links between principals' involvement in PD activities and their 

self-efficacy. This aligns with findings from the APP study, which show that APP 

graduates who engage in more PD activities exhibit higher confidence and 

enthusiasm. Consequently, there is evidence that principals who participate in more 

PD activities develop a stronger belief in their ability to influence teacher 

improvement and student learning, leading them to engage more actively in related 

practices. 

The implications for the Aspiring Principals Program (APP) and the 

professional development of principals are weighty, especially given graduates' calls 

for additional professional development opportunities. The findings of Gümüs and 

Bellibas (2020) underscore the importance of continuous PD in fostering self-

efficacy and effective leadership practices among school principals.  

Limitations 

The study yields promising findings about the impact of educational 

leadership preparation on principal’s job satisfaction, leadership decision-making, 

and self-reported perceptions of improving student academic outcomes.  
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However, several limitations should be noted. The study underscores that the 

qualitative data received lays the foundation for future qualitative studies on the 

impact of principal preparation on student academic outcomes in Jamaica. The 

study's inability to analyze student performance data in schools led by APP and non-

APP principals is a missed opportunity to directly measure the program's impact on 

educational outcomes. 

The study also stresses the importance of considering the impact of different 

school types and resource allocation. It's important to note that the sample size, 

representing approximately 10 percent of Jamaica’s principal population, could have 

been larger to enhance the study's measurement sensitivity and detect potential 

differences. More control variables could provide a more comprehensive 

understanding of the factors influencing leadership skills and effectiveness. 

Equipping Aspiring Principals for Systemic Challenges 

According to Ying (2022), disruptive forces play a crucial role in shaping the 

future of education. This means aspiring principals in Jamaica must be prepared to 

lead through these challenges. The ongoing effects of COVID-19 and the 

exponential progress in technologies such as Artificial Intelligence (AI), Blockchain, 

Big Data, and nanotechnology are already influencing the education sector. The 

increasing threats posed by climate change and geopolitical conflicts, as seen by the 

Russia-Ukraine conflict, stress the necessity for leaders in the future to be robust and 

flexible. Ying (2022) stresses that the forces at play in Jamaica pose both challenges 

and opportunities for education. It is vital to equip future principals with the skills to 
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effectively manage and take advantage of these disruptions to ensure the educational 

system's long-term viability and adaptability. 

The issue of teacher migration from Jamaica presents significant challenges 

for the preparation of aspiring principals. The preparation of aspiring principals in 

Jamaica must consider the chronic issue of teachers leaving the classroom at an 

increasing pace. According to Morris (2024), the Jamaica Teachers' Association 

(JTA) warned that the migration of teachers to more lucrative job opportunities 

overseas continues to deplete the local teaching workforce of the most qualified 

educators. This migration impacts the ability of schools to maintain a stable and 

experienced teaching staff, which is vital for the mentorship and professional 

development of future school leaders. As aspiring principals require guidance and 

support from seasoned educators, the loss of experienced teachers undermines the 

foundation of effective leadership training programs (Gentles, 2020). 

Gentles (2020) further elaborates that the Jamaican government's focus has 

been replacing rather than retaining teachers, which has proven ineffective. This 

approach fails to address the root causes of teacher dissatisfaction, such as poor 

remuneration, heavy workloads, and inadequate professional support. Ovenden-Hope 

et al. (2020) highlight the importance of addressing these systemic issues to ensure 

that current and future school leaders can work in supportive and conducive 

environments that promote stability and effectiveness in the education system. 

The implications of this ongoing teacher migration are profound for Jamaica's 

overall education quality. Van-Nuland (2020) emphasizes that retaining experienced 

teachers is crucial for maintaining high education standards and ensuring students 
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receive quality instruction. For aspiring principals, the continuous turnover of 

teaching staff means they must frequently adapt to new team dynamics and often 

take on additional responsibilities to fill gaps left by departing teachers. This hinders 

their professional growth and affects the school's ability to provide consistent and 

practical education to students. Addressing the factors contributing to teacher 

migration and implementing strategies to retain teachers are essential to preparing 

competent and confident principals who can lead schools successfully. 

Areas for Further Research 

For future research, implementing a longitudinal study to track the long-term 

impact of the APP on leadership effectiveness and student outcomes is 

recommended. This approach would provide a more comprehensive understanding 

of the program's benefits and help refine the objectives and module configurations 

based on evidence and outcomes. Darling-Hammond et al. (2022) also recommend 

using mixed methods skillfully to deepen the understanding of program processes 

and their effects, especially those that link program features to outcomes. 

Another area for future research is exploring the viability of licensing 

principals through the Aspiring Principals Program in the Jamaican education 

system. A licensing regime linked to the successful completion of the APP could 

elevate the profession by formalizing the professional status of school principals and 

ensuring a consistent competency standard. This licensing process would require 

meeting specified performance benchmarks during and after the program, 

incentivizing ongoing professional development, and adherence to high educational 

leadership standards based on global benchmarks (Hutton, 2022). 
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Conclusion 

The Aspiring Principals Program (APP) has demonstrated meaningful 

potential in enhancing the leadership capabilities of Jamaica school principals, which 

is crucial, given that leadership is the second most important variable affecting 

student performance, next to teaching. The findings from this study highlight the 

profound impact that well-prepared principals can have on teaching and learning 

over the medium to long term. Equipping principals with the necessary skills to 

foster inclusive educational practices and effectively manage various challenges, 

including global health crises, allows the APP to play a pivotal role in shaping the 

future of education. 

The quantitative and qualitative data analysis confirm that the APP 

significantly boosts principals' job satisfaction, leadership confidence, and decision-

making competencies. APP graduates exhibit higher enthusiasm and job satisfaction, 

translating into more effective school administration and improved student 

outcomes. These programs prepare principals to improve academic performance 

outcomes and equip them with the skills to foster inclusive educational practices and 

effectively manage global health crises. The discussion underscores the importance 

of such programs in developing capable and adaptable leaders who can navigate the 

complexities of contemporary education (Hutton, 2022; Johnson, 2017; Smith, 

2016). 

The implications for continuous professional development and pre-service 

and in-service training for principals are paramount. Ongoing professional 

development activities for educational leaders are beneficial and essential in 
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maintaining and enhancing the skills of school principals, ensuring they remain 

adaptable and responsive to evolving educational challenges. The APP should 

emphasize continuous learning and practical application as a model for other 

professional development programs aimed at educational leaders, reinforcing the 

importance of ongoing learning and adaptation in education. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



  

159 

 

REFERENCES 

Alin, A. (2010). Multicollinearity. Wiley interdisciplinary reviews: computational 

statistics, 2(3), 370-374. 

Aliyu, M. B. (2017). Efficiency of Boolean search strings for Information 

retrieval. American Journal of Engineering Research, 6(11), 216-222. 

Alvarez, K., Salas, E. and Garofano. C. M. (2004). An integrated model of training 

evaluation and effectiveness. Human Resource Development Review, 3(4), 385- 416. 

Anderson, E., & Reynolds, A. (2015). The state-of-state policies for principal preparation 

program approval and candidate licensure. Journal of Research on Leadership 

Education, 10(3), 193-221. 

Anderson, E., Winn, K. M., Young, M. D., Groth, C., Korach, S., Pounder, D., & Rorrer, A. 

K. (2018). Examining university leadership preparation: An analysis of program 

attributes and practices. Journal of Research on Leadership Education, 13(4), 375-

397. https://doi.org/10.1177/1942775117735873  

Anselmus Dami, Z., Budi Wiyono, B., Imron, A., Burhanuddin, B., Supriyanto, A., & 

Daliman, M. (2022). Principal self-efficacy for instructional leadership in the 

perspective of principal strengthening training: work engagement, job satisfaction 

and motivation to leave. Cogent Education, 9(1), 2064407.  

Arundel, K. (2024, July 23). School stalled progress in pandemic learning recovery. K-12 

Dive. https://www.k12dive.com/news/school-stalled-progress-in-pandemic-learning-

recovery/722018/ 

Author and Author (2013). Perspectives of school leaders on the administrative internship. 

Journal of Educational Administration, 51(6), 790-811. 

Bartanen B. (2020). Principal quality and student attendance. Educational Researcher, 

49(2), 101–113. https://doi.org/10.3102/0013189X19898702 

Bartee, R. D. (2012). Recontextualizing the knowledge and skill involved with redesigned 

principal preparation: Implications of cultural and social capital in teaching, learning, 

and leading for administrators. Planning and Changing, 43(3–4), 322. 

Beard, K. S. (2018). Toward a theory of engaged school leadership: Positive psychology and 

principal candidates’ sense of engagement and their preparedness to lead 

engagement. Journal of School Leadership, 28(6), 742-771. 

Bellemans, L., & Devos, G. (2023). Exploring the sources of self-efficacy by Flemish school 

principals in primary education. Educational Management Administration & 

Leadership, 51(3), 733-750. https://doi.org/10.1177/17411432211001365 

https://doi.org/10.1177/1942775117735873
https://www.k12dive.com/news/school-stalled-progress-in-pandemic-learning-recovery/722018/
https://www.k12dive.com/news/school-stalled-progress-in-pandemic-learning-recovery/722018/
https://doi.org/10.3102/0013189X19898702
https://doi.org/10.1177/17411432211001365


  

160 

 

Bellibas, M. S., & Gümüs, S. (2020). The Relationship between professional development 

and school principals’ leadership practices: The mediating role of self-efficacy. 

International Journal of Educational Management, 34(7), 1155-1170. 

https://doi.org/10.1108/IJEM-10-2019-0380.  

Berry, R. R., & Reardon, R. M. (2022). Leadership preparation and the career paths of Black 

principals. Education and Urban Society, 54(1), 29-53. 

Boyland, L., Geesa, R. L., Mayes, R., Lowery, K., Quick, M., Kim, J., Elam, N., & 

McDonald, K. (2019). Collaborative principal-school counselor preparation: 

National standards alignment to improve training between principals and school 

counselors. International Journal of Educational Leadership Preparation, 14(1), 

188-205. https://www.icpel.org/ijelp.html 

Brauckmann, S., Pashiardis, P., & Ärlestig, H. (2023). Bringing context and educational 

leadership together: Fostering the professional development of school 

principals. Professional Development in Education, 49(1), 4-15. 

Branch, G. F., Hanushek, E. A., & Rivkin, S. G. (2013, Winter). School leaders matter. 

Education Next. 63- 69. 

Braun, D., Billups, F. D., & Gable, R. K. (2013). Transforming Equity-Oriented Leaders: 

Principal Residency Network Program Evaluation. International Journal of 

Educational Leadership Preparation, 8(1), n1. 

Braun V., Clarke V. (2016). (Mis)conceptualizing themes, thematic analysis, and other 

problems with Fugard and Potts’ (2015) sample-size tool for thematic analysis. 

International Journal of Social Research Methodology, 19(6), 739–743. 

https://doi.org/10.1080/13645579.2016.1195588  

Bringle, R. G., Clayton, P. H., & Hatcher, J. A. (2013). Research on service 

learning. Research on service learning: Conceptual frameworks and assessment: 

Communities, institutions, and partnerships, 2, 335. 

Bryk, A. S. (2010). Organizing schools for improvement. Phi Delta Kappan, 91(7), 23-30. 

https://doi.org/10.1177/003172171009100705 

Bush, T. (2016). Preparation for school principals: Rationale and practice. Educational 

Management Administration & Leadership, 44(4), 537-539. 

doi:10.1177/1741143216645505  

Bush, T. (2018). Preparation and induction for school principals. Management in Education, 

32, 66 - 71. https://doi.org/10.1177/0892020618761805. 

Bush, T. & Glover, G. (2014) School leadership models: what do we know? School 

Leadership & Management, 34(5), 553-571, doi:10.1080/13632434.2014.928680 

https://doi.org/10.1108/IJEM-10-2019-0380
https://www.icpel.org/ijelp.html
https://doi.org/10.1080/13645579.2016.1195588
https://doi.org/10.1177/003172171009100705
https://doi.org/10.1177/0892020618761805


  

161 

 

Bush, T. (2010). Leadership Development, in T. Bush, L. Bell & D. Middlewood, The 

Principles of Educational Leadership and Management. Sage. 

Bush, T. & Glover, D. 2004. School leadership: Concepts and evidence. Nottingham: 

National College for School Leadership. 

Bush, T., & Glover, D. (2014). School leadership models: What do we know? School 

Leadership & Management, 34(5), 553-571. 

Bush, T., & Jackson, D. (2002). A preparation for school leadership: International 

perspectives. Educational Management & Administration, 30(4), 417-429. 

Butler, K. (2008). Principal preparation programs. District Administration, 44(10), 66-70. 

http://0- 

eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds/pdfviewer/pdfviewer?vid=11&sid=f7

59c e88-0b35-4525-bc3c-41afa992ba17%40sessionmgr4005&hid=4202 

Casavant, M. D., & Cherkowski, S. (2001). Effective leadership: Bringing mentoring and 

creativity to the principalship. NASSP Bulletin, 85(624), 71-81. 

Carbaugh, B. G. (2018). 2018 Update: The Marzano Focused School Leader Evaluation 

Model. 

Carbaugh, B. G., & Marzano, R. J. (2018). Marzano Focused School Leader Evaluation 

Model: Reframing the right balance for instructional and operational leadership. 

Learning Sciences International. 

Chan, T., Jiang, B., Chandler, M., Morris, R., Rebisz, S., Turan, S., ... & Kpeglo, S. (2019). 

School principals’ self-perceptions of their roles and responsibilities in six 

countries. New Waves Educational Research Development, 22(2). 

Chiang, C. F., Back, K. J., & Canter, D. D. (2005). The impact of employee training on job 

satisfaction and intention to stay in the hotel industry. Journal of Human Resources 

in Hospitality & Tourism, 4(2), 99-118. 

Chapman, J. D. (2005). Recruitment, Retention, and Development of School Principals. 

Education Policy Booklet Series: International Academy of Education (IAE), France, 

And the International Institute for Educational Planning (IIEP), Belgium. @ 

UNESCO. http://www.unesco.org/iiep 

Cheney, G. R., & Davis, J. (2011). Gateways to the principalship: State power to improve 

the quality of school leaders. Center for American Progress. 

Clayton, J., & Thessin, R. (2016). Learning from graduates and interns: Examining graduate 

and student experiences in the education administration internship. Education 

Leadership Review, 17(1), 17-42. 

http://www.unesco.org/iiep


  

162 

 

Cliffe, J., Fuller, K., & Moorosi, P. (2018). Gender and leadership preparation within the 

senior leadership team (SLT): an exploration of discrimination. International 

Perspectives on Women in Educational Leadership. 

Cliffe, J., Fuller, K., & Moorosi, P. (2018). Gender and leadership preparation within the 

senior leadership team (SLT): an exploration of discrimination. International 

Perspectives on Women in Educational Leadership. 

Clifford, M., Larsen, E., Lemke, M., Chambers, D., & Swanlund, A. (2016). Following the 

leaders: An analysis of graduate effectiveness from five principal preparation 

programs. 

Cook, C. W. (2002). Leadership development in a higher education institution: A case study 

of students in a leadership development program and the effect of their learning styles 

on their leadership learning. University of Idaho. 

Cook, T. D., Campbell, D. T., & Shadish, W. R. (2002). Experimental and quasi-experimental 

designs for generalized causal inference. Boston, MA: Houghton Mifflin. 

Coleman, J.S., Campbell, E.Q., Hobson, C.J., McPartland, J., Mood, A.M., Weinfeld, F.D., & 

York, R.L.  (1966).   Equality of Educational Opportunity.  Washington, DC:  U.S. 

Department of Health, Education and Welfare.  U.S. Government Printing Office. 

Corcoran, R. (2017). Preparing principals to improve student achievement. In Child & Youth 

Care Forum (Vol. 46, pp. 769-781). Springer US. 

Corcoran, S. P., Schwartz, A. E., & Weinstein, M. (2012). Training your own: The impact of 

New York City’s aspiring principals program on student achievement. Educational 

Evaluation and Policy Analysis, 34(2), 232-253. 

Cosner, S., & De Voto, C. (2023). Using leadership coaching to strengthen the 

developmental opportunity of the clinical experience for aspiring principals: The 

importance of brokering and third-party influence. Educational Administration 

Quarterly, 59(1), 3-39. https://doi.org/10.1177/0013161X231153812 

Cosner, S., Tozer, S., & Smylie, M. (2012). The Ed.D. program at the University of Illinois 

at Chicago: Using continuous improvement to promote school leadership 

preparation. Planning and Changing, 43(1–2), 127. 

https://files.eric.ed.gov/fulltext/EJ977551.pdf 

Cox, J. S., & Mullen, C. A. (2023). Impacting Student Achievement: Principals’ 

Instructional Leadership Practice in Two Title I Rural Schools. Journal of School 

Leadership, 33(1), 3-25. https://doi.org/10.1177/10526846221133996 

Crawford, E. R., Arnold, N. W., & Brown, A. (2014). From preservice leaders to advocacy 

leaders: exploring intersections in standards for advocacy in educational leadership 

https://doi.org/10.1177/0013161X231153812
https://files.eric.ed.gov/fulltext/EJ977551.pdf
https://doi.org/10.1177/10526846221133996


  

163 

 

and school counseling. International Journal of Leadership in Education, 17(4), 481-

502. 

Creighton, T. B. and Jones, G. D. (2001). Selection or self-selection? How rigorous are our 

selection criteria for education administration preparation programs? Paper Presented 

at the 2001 Conference of the National Council of Professors of Educational 

Administration, Houston, Texas, August 7-11. 

Creighton, T., & Johnson, J. (2002). The need for a leadership practice field: An antidote for 

an ailing internship experience. The Changing World of School Administration, 157-

166. 

Creswell, J.W. and Creswell, J.D. (2018) Research design: Qualitative, quantitative, and 

mixed methods approaches. Sage. 

Creswell, J. W. (2022). A concise introduction to mixed methods research (2nd ed.). Sage 

Publications. 

Cronbach, L. J. (1951). Coefficient alpha and the internal structure of tests. Psychometrika, 

16, 297–324. 

Cronbach, L. J., & Shavelson, J. R. (2004). My current thoughts on coefficient alpha and 

successor procedures. Educational and Psychological Measurement, 64, 391–418 

Cross, D., Lester, L., Barnes, A., Cardoso, P., & Hadwen, K. (2015). If it's about me, Why 

do it without me? Genuine student engagement in school cyberbullying 

Education. International Journal of Emotional Education, 7(1), 35-51. 

Crow, G.M. (2006), Complexity and the beginning principal in the United States: Perspectives 

on socialization, Journal of Educational Administration, 44(4): 310–324. 

Csikszentmihalyi M. (1990). Flow: The psychology of optimal experience. Harper & Row. 

Darling-Hammond, L., Wechsler, M. E., Levin, S., Leung-Gagné, M., & Tozer, S. (2022). 

Developing effective principals: What kind of learning matters? [Report]. Learning 

Policy Institute. https://doi.org/10.54300/641.201 

Darling Hammond, L., LaPointe, M., Meyerson, D., Orr, M.T. & Cohen C. (2007). 

Preparing principals for a changing world: Lessons from effective school leadership 

programs. Jossey Bass.  

Darling-Hammond, L. (2010). Teacher education and the American future. Journal of 

Teacher Education, 61(1-2), 35-47. 

Darling-Hammond, L., LaPointe, M., Meyerson, D., Orr, M. T., & Cohen, C. (2007). 

Preparing school leaders for a changing world: Lessons from exemplary leadership 

development programs. School Leadership Study. Final Report. Stanford 

Educational Leadership Institute. 

https://doi.org/10.54300/641.201


  

164 

 

Darling-Hammond, L., LaPointe, M., Meyerson, D., Orr, M. T., & Cohen, C. (2007). 

Preparing school leaders for a changing world: Lessons from exemplary leadership 

development programs. School Leadership Study. Final Report. Stanford 

Educational Leadership Institute. 

Darling-Hammond, L., LaPointe, M., Meyerson, D., Orr, M. T., & Cohen, C. (2007). 

Preparing school leaders for a changing world: Lessons from exemplary leadership 

development programs. School Leadership Study. Final Report. Stanford 

Educational Leadership Institute. 

Cliffe, J., Fuller, K., & Moorosi, P. (2018). Gender and leadership preparation within the 

senior leadership team (SLT): an exploration of discrimination. International 

Perspectives on Women in Educational Leadership and Educational Leadership 

Institute. 

Darling-Hammond, L., LaPointe, M., Meyerson, D., Orr. M. T. and Cohen, C. (2007). 

Preparing School Leaders for a Changing World: Lessons from Exemplary 

Leadership Development Programs. Stanford Educational Leadership Institute: 

Stanford University Stanford, CA. 

Darling-Hammond, L., LaPointe, M., Meyerson, D., Orr, M. T., & Cohen, C. (2022). 

Developing effective principals: What kind of learning matters? 

https://doi.org/10.54300/641.201  

Day, C., Leithwood, K. (2005). A review of research on transformational leadership. 

Educational Administration Quarterly, 41(5), 658-692. 

Day, C., & Leithwood, K. (2007). Educational leadership and learning communities: 

Evidence From OECD countries. Organization for Economic Co-operation and 

Development. 

Day, C., Gu, Q., & Sammons, P. (2016). The impact of leadership on student outcomes: 

How successful school leaders use transformational and instructional strategies to 

make a difference. Educational Administration Quarterly, 52(2), 221-258. 

Day, C., Sammons, P., & Gorgen, K. (2020). Successful school leadership. Education 

development trust. 

Davis, R. (2004). Task force on educational reform report. 

http://jis.gov.jm/estp/docs/Reports/JA%20Education%20Reform%20TaskForce%20

2004.pdf  

Davis, S., Darling-Hammond, L., Meyerson, D., & LaPointe, M. (2005). Review of research: 

School leadership study developing successful principals. Palo Alto, CA: Stanford 

University Educational Leadership Institute. 

https://doi.org/10.54300/641.201
http://jis.gov.jm/estp/docs/Reports/JA%20Education%20Reform%20TaskForce%202004.pdf
http://jis.gov.jm/estp/docs/Reports/JA%20Education%20Reform%20TaskForce%202004.pdf


  

165 

 

Deal, T. E., & Peterson, K. D. (2009). Shaping school culture: Pitfalls, paradoxes, and 

promises. Jossey-Bass. 

DeMatthews, D., Kotok, S., & Serafini, A. (2019). Participation in the Swedish National 

Principal Training Program: How does It intertwine with principals’ leadership? 

https://www.researchgate.net/publication/351028477_Participation_in_the_Swedish

_national_principal_training_programme_How_does_it_intertwine_with_principals'

_practice 

Dempster, N., Townsend, T., Johnson, G., Bayetto, A., Lovett, S., & Stevens, E. (2017).  

Leadership and literacy: Principals, partnership, and pathways to improvement. 

Springer International Publishing. 

Donmoyer, R., Yennie-Donmoyer, J., & Galloway, F. (2012). The search for connections 

across principal preparation, principal performance, and student achievement in an 

exemplary principal preparation program. Journal of Research on Leadership 

Education, 7, 5-43. doi:10.1177/19427751124406  

Doss, C., Zaber, M. A., Master, B. K., Gates, S. M., & Hamilton, L. S. (2022). The 

relationship between measures of preservice principal practice and future principal 

job performance. Educational Evaluation and Policy Analysis, 44(1), 3-28. 

https://doi.org/10.3102/01623737211025010 

Drummond, A. (2019). The instructional change agent. International Center for Leadership 

in Education, Inc., Houghton Mifflin Harcourt. 

Drummond, A., & Halsey, R. (2014). Rural leadership preparation associated with higher 

job satisfaction. Australian and International Journal of Rural 

Education. https://doi.org/10.47381/aijre.v24i3.691. 

Dudley-Marling, C. & Dudley-Marling, A. (2020). Inclusive leadership and poverty. In G. 

Theoharis & M. Scanlan (Eds.), Leadership for increasingly diverse school, 57-80. 

Routledge. 

 

Dufour, R., & Marzano, R. J. (2011). Leaders of learning: How district, school, and 

classroom leaders improve student achievement. Bloomington, IN: Solution Tree 

Press. 

Duncan, H., Range, B., & Scherz, S. (2011). From professional preparation to on-the-job 

development: What do beginning principals need? International Journal of 

Educational Leadership Preparation, 6(3). http://files.eric.ed.gov/fulltext/ 

EJ974249.pdf 

Edition, E. (2013). The school principal as leader: Guiding schools to better teaching and 

learning. Wallace Foundation. 

https://www.researchgate.net/publication/351028477_Participation_in_the_Swedish_national_principal_training_programme_How_does_it_intertwine_with_principals'_practice
https://www.researchgate.net/publication/351028477_Participation_in_the_Swedish_national_principal_training_programme_How_does_it_intertwine_with_principals'_practice
https://www.researchgate.net/publication/351028477_Participation_in_the_Swedish_national_principal_training_programme_How_does_it_intertwine_with_principals'_practice
https://doi.org/10.3102/01623737211025010
https://doi.org/10.47381/aijre.v24i3.691


  

166 

 

Edmonds, R. (October 1979).  Effective schools for the urban poor.  Educational 

Leadership, 37, 20-24. 

Evans, H. (2001). Inside Jamaican schools. The University of the West Indies Press. 

Farley, A. N., J. Childs, and O. A. Johnson, “Preparing School Leaders for America’s 

Wicked Problems? How the Revised PSEL and NELP Standards Address Equity and 

Justice,” Education Policy Analysis Archives, Vol. 27, No. 115, 2019. 

Farkas, S., Johnson, J., & Duffett, A. (2003). Rolling up their sleeves: Superintendents and 

principals talk about what's needed to fix public schools. Public Agenda, 6 East 39th 

Street, New York, NY 10016. 

Fetters M. (2020). The mixed methods research workbook: Activities for designing, 

implementing, and publishing projects. SAGE Publications. 

Fleck, F. (2008). The balanced principle: Joining theory and practical knowledge. Education 

Digest, 73(5), 27-31. http://0-0b35-4525-

bc3c41afa992ba17%40sessionmgr4005&hid=4202 

Fullan, M. (2003). Change forces with a vengeance. Routledge & Falmer Press. 

Fuller, E. J., & Hollingworth, L. (2016). Evaluating principal-preparation programs based on 

placement rates: Problems and prospects for policymakers. Journal of Research on 

Leadership Education, 11, pp. 237-271, doi:10.1177/1942775114559029. 

Fuller, E., Young, M., & Baker, B. D. (2011). Do principal preparation programs influence 

student achievement through the building of teacher-team qualifications by the 

principal? An exploratory analysis. Educational Administration Quarterly, 47(1), 

173-216. 

Gates, S. M., Hamilton, L. S., Martorell, P., Burkhauser, S., Heaton, P., Pierson, A., . . . Gu, 

K. (2014). Preparing principals to raise student achievement: Implementation and 

effects of the New Leaders Program in ten districts. RAND Corporation. 

https://eric.ed.gov/?id=ED561152  

Gates, S. M., Ringel, J. S., Santibañez, L., Guarino, C., Ghosh-Dastidar, B., & Brown, A. 

(2006). Mobility and turnover among school principals. Economics of Education 

Review, 25(3), 289–302. https://doi.org/10.1016/j.econedurev.2005.01.008  

Gentles, C. H. (2020). Stemming the tide: a critical examination of issues, challenges, and 

solutions to Jamaican teacher migration. In Exploring Teacher Recruitment and 

Retention (pp. 197-209). Routledge. 

Gill, J. (2019). Lean on me. Educational Leadership, 76(6), 43-48. 

https://eric.ed.gov/?id=ED561152
https://doi.org/10.1016/j.econedurev.2005.01.008


  

167 

 

Gill, M. L. (2023). Teacher-directed student aggression: Principal and teacher perceptions in 

building relationships with students with emotional behavioral disorders. The 

challenges, the implications, and the outcomes. Bowling Green State University. 

Goldring, E., Grissom, J., Rubin, M., Rogers, L., Neel, M., & Clark, M. (2018). A new role 

emerges for principal supervisors: Evidence from six districts in the Principal 

Supervisor Initiative. Vanderbilt University/Peabody College, Mathematica Policy 

Research. 

Gordon, S. P. (2020). The principal development pipeline: A call for collaboration. NASSP 

Bulletin, 104(2), 61–84. https://doi.org/10.1177/0192636520923404 

Grissom, J. A., Kalogrides, D., & Loeb, S. 2015. Using student test scores to measure 

principal performance. Educational Evaluation and Policy Analysis, 37(1), 3-28. 

Grissom J. A., Bartanen B., Mitani H. 2019. Principal sorting and the distribution of 

principal quality. AERA Open, 5(2), Article 94. 

https://www.doi.org/10.1177/2332858419850094 

Grissom J. A., Blissett R. S. L., Mitani H. 2018. Evaluating school principals: Supervisor 

ratings of principal practice and principal job performance. Educational Evaluation 

and Policy Analysis, 40(3), 446–472. 

Grissom J. A., Egalite A. J., Lindsay C. A. (2021). How principals affect students and 

schools: A systematic synthesis of two decades of research. The Wallace Foundation. 

http://www.wallacefoundation.org/principalsynthesis  

Grissom, J. A., Mitani, H., & Woo, D. S. (2019). Principal preparation programs and 

principal outcomes. Educational Administration Quarterly, 55(1), 73-115. 

Grogan, M., & Andrews, R. (2002). Defining preparation and professional development for 

the future. Educational Administration Quarterly, 38(2), 233-256. 

Gümüş, S., & Bellibaş, M. Ş. (2020). The relationship between professional development 

and school principals’ leadership practices: the mediating role of self-

efficacy. International Journal of Educational Management, 34(7), 1155-1170. 

Hallinger, P. (2011). Leadership for learning: Lessons from 40 years of empirical research. 

Journal of Educational Administration, 49(2),125-142. 

https://doi.org/10.1108/09578231111116699 

Hallinger, P. (2016). Bringing context out of the shadows of leadership. Education 

Management & Leadership, (December), 1-20. doi:10.1177/1741143216670652 

Hallinger, P., Bickman, L., & Davis, K. (1996). School context, principal leadership, and 

student reading achievement. The Elementary School Journal, 96(5), 527-549. 

https://doi.org/10.1177/0192636520923404
https://www.doi.org/10.1177/2332858419850094
http://www.wallacefoundation.org/principalsynthesis
https://doi.org/10.1108/09578231111116699


  

168 

 

Hallinger, P., & Heck, R. H. (2010). Leadership for learning: Does collaborative leadership 

make a difference in school improvement? Educational Management Administration 

& Leadership, 38(6), 654-678. 

Hallinger, P., & Leithwood, K. (1992). School restructuring: An overview of the emerging 

literature. Educational Researcher, 21(7), 23-31. 

Halverson, T. J., & Plecki, M. L. (2015). Exploring the politics of differential resource 

allocation: Implications for policy design and leadership practice. Leadership and 

Policy in Schools, 14(1), 42-66. http://dx.doi.org/10.1080/15700763.2014.983129 

Hargreaves, A. (1994). Development and desire: A postmodern perspective. 

Harini, H., Terminanto, A. A., Perkasa, D. H., Pandaryasi, H., & Brahma, I. A. (2022). 

Correlating Principals’ Job Satisfaction With Their Normative Commitment. Al-

Tanzim: Jurnal Manajemen Pendidikan Islam, 6(3), 730-745. 

Harris, A., & Jones, M. (2015). Transforming education systems: Comparative and critical 

perspectives on school leadership. Asia Pacific Journal of Education, 35(3), 311–318. 

Hennink, M., Hutter, I., & Bailey, A. (2011). Qualitative research methods. Sage. 

Henry, D. 2019. I’m no ‘backra massa’ - Transformation taking off at Cumberland High. 

https://jamaica-gleaner.com/article/commentary/20190623/darien-henry-im-no-

backra-massa-transformation-taking-cumberland-high 

Hernandez, R., Roberts, M., & Menchaca, V. (2012). Redesigning a principal preparation 

program: A continuous improvement model. International Journal of Educational 

Leadership, 7(3). http://files.eric.ed.gov/fulltext/EJ997446.pdf  

Herman, R., Wang, E. L., Woo, A., Gates, S. M., Berglund, T., Schweig, J., & Todd, I. (2022). 

Redesigning university principal preparation programs. A systemic approach for 

change and sustainability. 

Hess F. M., & Kelly A. P. (2007). Learning to lead: What gets taught in principal-

preparation programs. Teacher College Record, 109(1), 244–274. 

Hess, F. M., & Kelly, A. P. (2005). The accidental principal: What doesn't get taught at ed 

schools? Education Next, 5(3), 34-41. 

Holton, E. F. (2005). Holton’s evaluation model: New evidence and construct elaborations. 

Advance Development in Human Resource, 7(1), 37-54. 

Hutton, D. M. (2018). Critical factors explaining the leadership performance of high-

performing principals. International Journal of Leadership in Education, 21(2), 245-

265. 

http://dx.doi.org/10.1080/15700763.2014.983129
https://jamaica-gleaner.com/article/commentary/20190623/darien-henry-im-no-backra-massa-transformation-taking-cumberland-high
https://jamaica-gleaner.com/article/commentary/20190623/darien-henry-im-no-backra-massa-transformation-taking-cumberland-high
http://files.eric.ed.gov/fulltext/EJ997446.pdf


  

169 

 

Hutton, D. M. (2019). School constituents’ ratings of the leadership dimensions of high-

performing principals based on school regions. Journal of Organizational and 

Educational Leadership, 4(3), https://digitalcommons.gardner-

webb.edu/joel/vol4/iss3/2 

Hutton, D. M., Clarke, C., & Ezenne, A. (2021). Improving school leadership and 

management: Using real cases in Caribbean schools to explore solutions. Institute 

for Educational Administration and Leadership. 

Hutton, D. (2022). Transforming leadership practice. Examining dimensions of performance 

in Jamaican schools. Institute for Educational Administration and Leadership,  

Jamaica – D161 Longville Park, Freetown, Clarendon. 

Hutton, D. M. (2016). Caribbean perspectives. In P. Pashiardis, P., & O. Johansson, (Eds.), 

Successful school leadership: International perspectives (pp. 165-177). London, UK: 

Bloomsbury Academic. 

Hutton, D. M. (2013). Training program for secondary school principals: Evaluating its 

effectiveness and Impact. International Journal of Educational Leadership 

Preparation, 8(1), 31-48.  

Hutton, D. and Johnson, B. (2017). Leadership for success. The Jamaican school experience. 

The University of the West Indies Press. 

Johnson, W. L., Johnson, A. M., & Johnson, J. W. (2018, November 1-3). The Three 

Generations of Effective Schools Research. Featured presentation at the Annual 

Meeting of the Science Teachers Association of Texas (STAT), Fort Worth, TX. 

Jiang, N., Sumintono, B., Perera, C. J., Harris, A., & Jones, M. S. (2018). Training 

preparation and the professional development of principals in Henan Province, 

China: formal and informal learning. Asia Pacific Education Review, 19, 41-51. 

Korach, S., & Agans, L. J. (2011). From ground to distance: The impact of advanced 

technologies on an innovative school leadership program. Journal of Research on 

Leadership Education, 6(5), 216–233. https://doi.org/10.1177/194277511100600508  

Kemp-Graham, K. Y. (2015). Missed opportunities: Preparing aspiring school leaders for 

bold social justice school leadership needed for 21st-century schools. International 

Journal of Educational Leadership Preparation, 10(1). 

Kirkpatrick. D. L. (1994). Evaluating training programs: The Four Levels. Berrett-Koehler 

Publisher 

LaFrance, J. A., & Beck, D. (2014). Mapping the terrain: Educational leadership field 

experiences in K-12 virtual schools. Educational Administration Quarterly, 50(1), 

160-189. 

https://digitalcommons.gardner-webb.edu/joel/vol4/iss3/2
https://digitalcommons.gardner-webb.edu/joel/vol4/iss3/2
https://doi.org/10.1177/194277511100600508


  

170 

 

Lashway, L. (2003). Role of the school leader. Trends and Issues. 

Lashway, L. (1999). Preparing school leaders. Research Roundup, 15(5). 

http://files.eric.ed.gov/fulltext/ED440468.pdf  

Leithwood, K., A. Harris, and D. Hopkins, (2020). Seven strong claims about successful 

school leadership revisited, School Leadership and Management, Vol. 40, pp. 1, 5–22. 

Leithwood, K., & Day, C. (2005). A review of research on transformational leadership. 

Educational Administration Quarterly, 41(5), 658-692. 

Leithwood, K., & Duke, D. (1999). A century’s quest to understand school leadership (pp. 

45-72). 

Leithwood, K., Louis, K. S., Anderson, S., & Wahlstrom, K. (2004). How leadership 

influences student learning. Review of Research. The Wallace Foundation. 

Leithwood, K., Riedlinger, B., Bauer, S., & Jantzi, D. (2003). Leadership programs effects 

on student learning: The case of the Greater New Orleans School Leadership 

Center. Journal of School Leadership, 13(6), 707-738. 

Leithwood, K., Seashore, K., Anderson, S., & Wahlstrom, K. (2004). Review of research: 

How leadership influences student learning. 

Leithwood, K., & Seashore Louis, K. (2004). Organizational learning in schools: New 

insights from research. Journal of School Leadership, 14(5), 547-570. 

Levine, A. (2005). Educating school leaders. The Education Schools Project. 

http://www.edschools.org/pdf/Final313.pdf 

Levine, A. (2006). Educating schoolteachers. Education Schools Project. 

Lezotte, L.W. (1991).  Correlates of effective schools:  The first and second generation.  

Okemos, MI: Effective Schools Products, Ltd. 

Liebowitz, D., and Porter, L. (2019. The effect of principal behaviors on student, teacher, 

and school outcomes: A systematic review and meta-analysis of the empirical 

literature. Review of Educational Research, 89(5), 2019, pp. 785–827. 

Louis, K. S., Leithwood, K., Wahlstrom, K. L., & Anderson, S.E. (2010). Investigating the 

links to improved student learning: Final report of research findings. Wallace 

Foundation 

Lumby, J., Walker, A., Bryant, M., Bush, T., Bjork, L., & Young, M. (2009). Research on 

leadership preparation in a global context. Handbook of Research on the Education 

of School Leaders, 157-194. 

http://files.eric.ed.gov/fulltext/ED440468.pdf
http://www.edschools.org/pdf/Final313.pdf


  

171 

 

Lynch, J. M. (2012). Responsibilities of today’s principal: Implications for principal 

preparation programs and principal certification policies. Rural Special Education 

Quarterly, 31(2), 40-47. http://0- 

eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds/pdfviewer/pdfviewer?vid=5&sid=f75

9ce 88-0b35-4525-bc3c-41afa992ba17%40sessionmgr4005&hid=4202 

Mailool, J., Kartowagiran, B., Retnowati, T. H., Wening, S., & Putranta, H. (2020). The 

Effects of Principal's Decision-Making, Organizational Commitment, and School 

Climate on Teacher Performance in Vocational High School Based on Teacher 

Perceptions. European Journal of Educational Research, 9(4), 1675-1687. 

Maps of Jamaica. (n.d.). Map of Jamaica parishes. https://maps-jamaica.com/map-of-

jamaica-parishes 

Marks, H. M., & Printy, S. M. (2003). Principal leadership and school performance: An 

integration of transformational and instructional leadership. Educational 

Administration Quarterly, 39(3), 370-397. 

Marzano, R. J. (2005). A handbook for classroom management that works. ASCD. 

Marzano R.J., Waters T., & McNulty B.A. (2001). School leadership that works: From 

research to results Alexandria VA: ASCD.  

McCormick, M. J. (2001). Self-efficacy and leadership effectiveness: Applying social 

cognitive theory to leadership. The Journal of Leadership Studies, 8(1), 22-33. 

Medina, M. S. (2008). Assessing student performance during experiential rotations. American 

Journal of Health-System Pharmacy, 65(16), 1502-1506. 

Mendels, P. (2016). Improving university principal preparation programs: Five themes from 

the field. Wallace Foundation 

Mickelsen, H. H. (2023). The influence of preparation, mentoring, evaluation, and district 

infrastructure on secondary assistant principal job satisfaction and 

outcomes (Doctoral dissertation, University of Southern California). 

Miller, A. (2013). Principal turnover and student achievement. Economics of Education 

Review, 36, 60-72. 

Miller, P. (2016). Caribbean perspectives. In P. Pashiardis, P., & O. Johansson, (Eds.), 

Successful school leadership: International perspectives (pp. 81-92). London, UK: 

Bloomsbury Academic.  

Miller, W. (2013). Better principal training is key to school reform. Phi Delta Kappan, 

98(4), 80. http://0-eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds 

/pdfviewer/pdfviewer?vid=47&sid=f759ce88-0b35-4525-bc3c-41afa992ba17% 

40sessionmgr4005&hid=4202 

https://maps-jamaica.com/map-of-jamaica-parishes
https://maps-jamaica.com/map-of-jamaica-parishes


  

172 

 

Ministry of Education and Youth, Jamaica. (2015). Transforming education. chrome-

extension://efaidnbmnnnibpcajpcglclefindmkaj/https://files.eric.ed.gov/fulltext/EJ11

36030.pdf 

Mitgang, L. (2012). The making of the principal: Five lessons in leadership training. 

perspective. Wallace Foundation. 

Moorosi, P., & Bush, T. (2011). School leadership development in Commonwealth 

countries: Learning across the boundaries. International studies in educational 

administration, 39(3) 

Morris, A. (2024). JTA warns of continuing teacher migration in the next school year. 

Jamaica Gleaner. Retrieved July 21, 2024, from https://jamaica-

gleaner.com/article/lead-stories/20240215/jta-warns-continuing-teacher-migration-

next-school-year 

Mulford, B., & Silins, H. (2003). Leadership for organizational learning and improved 

student outcomes—What do we know? Cambridge Journal of Education, 33(2), 

175-195. 

Murphy, J., Elliott, S. N., Goldring, E., & Porter, A. C. (2006). Learning-centered 

leadership: A conceptual foundation. Learning Sciences Institute, Vanderbilt 

University (NJ1). 

Murphy, J. (2021). Huge gap to bridge: Headmaster estimates it will take years to recover 

from COVID-19 learning loss. The Gleaner. 

http://cmslocal.gleanerjm.com/article/lead-stories/20210111/huge-gap-bridge-

headmaster-estimates-it-will-take-years-recover-covid 

Murphy, J. (2020). Leadership preparation, career pathways, and the policy context: Irish 

novice principals' perceptions of their preparation. 

https://journals.sagepub.com/doi/full/10.1177/1741143220968169 

Murakami, E. T., & Kearney, W. S. (2016). North American perspectives. In O. Pashiardis, 

& O. Johansson (Eds.), Successful school leadership: International perspectives (pp. 

27-40). London, UK: Bloomsbury.  

National College for Educational Leadership (NCEL). (2023). 

http://dev.ncel.gov.jm/aspiring-principals%E2%80%99-programme 

National Council of Education. 2016. Data on school board chairpersons by gender. 

Kingston, Jamaica: National Council on Education. 

Narinesingh, T. (2020). A Study of the Marzano Focused School Leader and Teacher 

Evaluation Models and Student Proficiency and Growth in Middle Schools in a 

Large Suburban School District in South Florida (Doctoral dissertation, University of 

the Cumberlands). 

https://jamaica-gleaner.com/article/lead-stories/20240215/jta-warns-continuing-teacher-migration-next-school-year
https://jamaica-gleaner.com/article/lead-stories/20240215/jta-warns-continuing-teacher-migration-next-school-year
https://jamaica-gleaner.com/article/lead-stories/20240215/jta-warns-continuing-teacher-migration-next-school-year
http://cmslocal.gleanerjm.com/article/lead-stories/20210111/huge-gap-bridge-headmaster-estimates-it-will-take-years-recover-covid
http://cmslocal.gleanerjm.com/article/lead-stories/20210111/huge-gap-bridge-headmaster-estimates-it-will-take-years-recover-covid
https://journals.sagepub.com/doi/full/10.1177/1741143220968169
http://dev.ncel.gov.jm/
http://dev.ncel.gov.jm/aspiring-principals%E2%80%99-programme


  

173 

 

Nardi, P. M. (2018). Doing survey research: A guide to quantitative methods. Routledge. 

National Council of Education. 2016. Data on school board chairpersons by gender. 

Kingston, Jamaica: National Council on Education. 

National Policy Board for Educational Administration (2015). Professional Standards for 

Educational Leaders 2015. Author. 

National Policy Board for Educational Administration. (2002). Standards for advanced 

programs in educational leadership. 

http://www.npbea.org/ELCC/ELCCStandards%20_5-02.pdf  

Ni Y., Hollingworth L., Rorrer A., Pounder D. (2017). The evaluation of educational 

leadership preparation programs. In Young M., Crow G. (Eds.), Handbook of 

research on the education of school leaders (2nd ed., pp. 285-308). New York, NY: 

Routledge. 

Ni, Y., Rorrer, A. K., Pounder, D., Young, M., & Korach, S. (2019). Leadership matters 

Preparation program quality and learning outcomes. Journal of Educational 

Administration, 57(2), 185-206. https://doi.org/10.1108/JEA-05-2018-0093 

Noe, R. A. (1986). Trainees' attributes and attitudes: Neglected influences on training 

effectiveness. Academy of Management Review, 11(4), 736-749. 

NPBEA (2018). National Educational Leadership Preparation Recognition Standards – 

Building Level. Washington, DC: Author 

Orr, M.T. (2010), The certification of wars, UCEA Review, 51(2): 7–10. 

Orr, M.T. & Barber, M. (2007). Collaborative leadership preparation: A comparative study 

of innovative programs and practices, Journal of School Leadership, 16(6): 709–739.  

Orphanos, S., & Orr, M. T. (2014). Learning leadership matters. The influence of innovative 

school leadership preparation on teachers’ experiences and outcomes. Educational 

Management Administration & Leadership, 42(5), 680-700. 

Orr M. T., Barber M. E. (2009). Program evaluation in leadership preparation and related 

fields. In Young M. D., Crow G. M., Murphy J., Ogawa R. T. (Eds.), Handbook of 

Research on the Education of School Leaders (pp. 457-498). New York, NY: 

Routledge. 

Orr, M. T., & Orphanos, S. (2011). How graduate-level preparation influences the 

effectiveness of school leaders: A comparison of the outcomes of exemplary and 

conventional leadership preparation programs. Educational Administration 

Quarterly, 47, 18-70. doi:10.1177/0011000010378610 

Orr, M. T., & Orphanos, S. (2011). How graduate-level preparation influences the 

effectiveness of school leaders: A comparison of the outcomes of exemplary and 

http://www.npbea.org/ELCC/ELCCStandards%20_5-02.pdf
https://doi.org/10.1108/JEA-05-2018-0093


  

174 

 

conventional leadership preparation programs for principals. Educational 

Administration Quarterly, 47(1), 18-70. 

Osterman, K. F., & Hafner, M. M. (2009). Curriculum in leadership preparation. In M. 

Young et al. (Ed.), Handbook of research on the education of school leaders, 269-

317. Routledge. 

Ovenden-Hope, T., Blandford, S., Cain, T., & Maxwell, B. (2020). RETAIN: A research-

informed model of continuing professional development for early career teacher 

retention. In Exploring Teacher Recruitment and Retention (pp. 59-72). Routledge. 

Pannell, Ph. D, S., Peltier-Glaze Ed D, B. M., Haynes Ph D, I., Davis Ph D, D., & Skelton 

Ph D, C. (2016). Evaluating the effectiveness of traditional and alternative principal 

preparation programs. Journal of Organizational & Educational Leadership, 1(2), 3. 

Pascual, M. (2023). A review on self-efficacy and job satisfaction as indicators of effective 

school principal’s leadership style. International Journal For Multidisciplinary 

Research. https://doi.org/10.36948/ijfmr.2023.v05i06.9214.Pascual 

Pashiardis, & O. Johansson (Eds.), Successful school leadership: International perspectives 

(pp. 27-40). London, UK: Bloomsbury 

Perkins, A. (2022). Aspiring principals’ program - Cohort 5. National College for 

Educational Leadership. (Unpublished). 

Perrone, F., & Tucker, P. D. (2019). Shifting profile of leadership preparation programs in 

the 21st century. Educational Administration Quarterly, 55(2), 253-295. 

https://doi.org/10.1177/0013161X18799473 

Perrone, F., Young, M. D., & Fuller, E. J. (2022). A call for data on the principal pipeline. 

Educational Researcher, 51(6), 423-430. 

Peterson, K. (2002). The professional development of principals: Innovations and 

opportunities. Educational Administration Quarterly, 38(2), 213-232. 

Pham, L., Henry, G. T., Zimmer, R., & Kho, A. (2018). School turnaround after five years: 

An extended evaluation of Tennessee’s Achievement School District and Local 

Innovation Zones. Tennessee Education Research Alliance. 

https://peabody.vanderbilt.edu/TERA/files/School_Turnaround_After_Five_Years_F

INAL.pdf 

Pinder, G. T. (2017). The effectiveness of pre-service principal preparation programs on 

instructional school leadership in high stakes testing grades. Seton Hall University. 

Pounder, D.G. (2011), Leadership preparation special issue: Implications for policy, 

practice, and research, Education Administration Quarterly, 47(1): 258–267. 

https://doi.org/10.36948/ijfmr.2023.v05i06.9214.Pascual
https://doi.org/10.1177/0013161X18799473
https://peabody.vanderbilt.edu/TERA/files/School_Turnaround_After_Five_Years_FINAL.pdf
https://peabody.vanderbilt.edu/TERA/files/School_Turnaround_After_Five_Years_FINAL.pdf


  

175 

 

Pounder, D. G., Ogawa, R. T., & Adams, E. A. (1995). Leadership as an organization-wide 

phenomena: Its impact on school performance. Educational Administration 

Quarterly, 31(4), 564-588. 

Rahimah, H.. (1981). The relationship between and among leadership style, school climate, 

and student achievement in the elementary school principalship in the federal 

territory of Kuala Lumpur, Malaysia (Doctoral dissertation, University of Southern 

California). 

Ramraj-Sookdeo, A, (2020). Leadership experiences of secondary school principals in 

Trinidad and Tobago. Walden Dissertations and Doctoral Studies. 

9230. https://scholarworks.waldenu.edu/dissertations/9230  

Reed, C. J., & Kensler, L. A. W. (2010). Creating a new system for principal preparation: 

Reflections on efforts to transcend tradition and create new cultures. Journal of 

Research on Leadership Education, 5(12.10), 568-582. 

http://files.eric.ed.gov/fulltext/EJ913603.pdf 

Rhodes, C., & Brundrett, M. (2009). Leadership development and school 

improvement. Educational Review, 61(4), 361-374. 

Richardson, J. W., D. S. Watts, E. Hollis, and S. McLeod, 2016. Are Changing School 

Needs Reflected in Principal Job Ads? NASSP Bulletin, 100(1), pp. 71–92 

Robinson, V. M., Lloyd, C. A., & Rowe, K. J. (2008). The impact of leadership on student 

outcomes: An analysis of the differential effects of leadership types. Educational 

Administration Quarterly, 44(5), 635-674. 

Rowan, L., Mayer, D., Kline, J., Kostogriz, A., & Walker-Gibbs, B. (2015). Investigating 

the effectiveness of teacher education for early career teachers in diverse settings: 

The longitudinal research we have to have. The Australian Educational 

Researcher, 42, 273-298. 

Rusch, E.A. (2008). ‘Curriculum and Pedagogy,’ in J. Lumby, G. Crow & P. Pashiardis 

(eds), International Handbook on the Preparation and Development of School 

Leaders(New York: Routledge). 

Salas, E., Tannenbaum, S. I., Kraiger, K., & Smith-Jentsch, K. A. (2012). The science of 

training and development in organizations: What matters in practice. Psychological 

Science in the Public Interest, 13(2), 74-101. 

Sammons, P. (1995). Key characteristics of effective schools: A review of school 

effectiveness research. B & MBC Distribution Services, 9 Headlands Business Park, 

Ringwood, Hants BH24 3PB, England, United Kingdom. 

Sammons, P. (1999). School effectiveness. CRC Press. 

https://scholarworks.waldenu.edu/dissertations/9230
http://files.eric.ed.gov/fulltext/EJ913603.pdf


  

176 

 

Sazali, Y. (2006). The relationship between principals' self-efficacy and schools' factors and 

principals' personal attributes. Journal Pengurusan Dan Kepimpinan Pendidikan, 16 

(01), 1-12. 

Seashore, K., Leithwood, K., Wahlstrom, K., & Anderson, S. (2010). Investigating the links 

to improved student learning: Final report of research findings 

Seashore, K., Leithwood, K., Wahlstrom, K., & Anderson, S. (2010). Investigating the links 

to improved student learning: Final report of research findings 

Shelton, T. 2021. The impact of principal preparation on student outcomes. Department of 

Education Policy and Leadership Theses and Dissertations. 

https://scholar.smu.edu/simmons_depl_etds/17 

Simkins, T. (2012). Understanding school leadership and management development in 

England: Retrospect and prospect. Educational Management Administration & 

Leadership, 40(5), 621-640. 

Sodoma, B., & Else, D. (2018). Job satisfaction of Iowa Public School Principals. The Rural 

Educator. https://doi.org/10.35608/RURALED.V31I1.438.  

Sorensen L. C., Bushway S. D., Gifford E. J. (2021). Getting tough? The effects of 

discretionary principal discipline on student outcomes. Education Finance and 

Policy, 1–74. https://doi.org/10.1162/edfp_a_00341 

Southerland, C., Smith, D. J., & Willmore, C. (2018). Effects of professional development 

for principals in Tennessee based on Marzano's Leadership Behaviors and 

Skills (Doctoral dissertation, Lipscomb University). 

Smith, M. (2015) School self-evaluation. Towards a model to enhance school leadership in 

Jamaica. Arawak Publications. Kingston. 

Starr, K. E. (2014). Interrogating conceptions of leadership: School principals, policy, and 

paradox. School Leadership & Management, 34(3), 224-236. 

doi:10.1080/13632434.2014.905466  

Stewart, M (2022). Aspiring principals’ program quality assurance report. Cohorts 6 and 7. 

National College for Educational Leadership. (Unpublished) 

Styron Jr, R. A., & LeMire, S. D. (2009). Principal preparation programs: Perceptions of 

high school principals. Journal of College Teaching & Learning (TLC), 6(6). 

Suharyanto, A., Fernanda, F., Jamaludin, J., Hodriani, H., Wiflihani, W., Muhajir, A., & 

Lubis, Y. A. (2021, April). School Readiness in the New Normal Era of Online 

Teaching and Learning at Junior High School. In Proceedings of the International 

Conference on Industrial Engineering and Operations Management Sao Paulo, 

Brazil. 

https://scholar.smu.edu/simmons_depl_etds/17
https://doi.org/10.35608/RURALED.V31I1.438
https://doi.org/10.1162/edfp_a_00341


  

177 

 

Swensson, J., & Lehman, L. E. (2021). Reliable school leadership. Rowman & Littlefield 

Tannenbaum, S. I., & Yukl, G. (1992). Training and development in work 

organizations. Annual review of psychology, 43(1), 399-441. 

Tannenbaum, R., & Yukl, G. (1997). Training and development in organizations: A strategic 

approach to HRD. Prentice-Hall. 

Tannenbaum S. I. (1997). Enhancing continuous learning: Diagnostic findings from multiple 

companies. Human Resource Management, 36, 437–452. 

Tannenbaum S. I. (2002). A strategic view of organizational training and learning. In 

Kraiger K. (Ed.), Creating, implementing, and maintaining effective training and 

development: State-of-the-art lessons for practice (pp. 10–52). San Francisco, CA: 

Jossey-Bass 

Tannenbaum, S., Cannon-Bowers, J. A., Salas, E. and Mathieu, J. E. (1993). Factors That 

Influence Training Effectiveness: A Conceptual Model and Longitudinal Analysis. 

Technical Report, Albany, New York. 

Tichnor-Wagner, A. (2020). Becoming a globally competent school leader. ASCD. 

Tintoré, M., Cunha, R. S., Cabral, I., & Alves, J. J. M. 2022. A scoping review of problems 

and challenges faced by school leaders (2003–2019). Educational Management 

Administration & Leadership, 50(4), 536-573. 

Tondeur, J., Van Braak, J., Sang, G., Voogt, J., Fisser, P., & Ottenbreit-Leftwich, A. (2012). 

Preparing pre-service teachers to integrate technology in education: A synthesis of 

qualitative evidence. Computers & Education, 59(1), 134-144. 

Turnbull, B., Anderson, L., Riley, D., MacFarlane, J., & Aladjem, D. 2016. Building a 

stronger principalship, Vol. 5: The principal pipeline initiative in 

action. Washington, D.C.: Policy Studies Associates, Inc. 

Turner, R. H. (1960). Sponsored and contest mobility and the school. American Sociological 

Review, 25:6, 855-867. http:// www.jstor.org/stable/2089982 

The Jamaica Education Transformation Commission. 2021. The reform of education in 

Jamaica. https://opm.gov.jm/wp-content/uploads/flipbook/jetc-reform-of-education-

in-jamaica-2021-abridged/  

Theoharis, G., & Scanlan, M. (Eds.). (2020). Leadership for increasingly diverse schools. 

Routledge. 

Theoharis, G., Causton, J., & Woodfield, C. (2015). Inclusive leadership and Disability. In 

G. Theoharis & M. Scanlan (Eds.), Leadership for increasingly diverse school, 101–

119. Routledge. 

https://opm.gov.jm/wp-content/uploads/flipbook/jetc-reform-of-education-in-jamaica-2021-abridged/
https://opm.gov.jm/wp-content/uploads/flipbook/jetc-reform-of-education-in-jamaica-2021-abridged/


  

178 

 

Thompson, C. S. (2017). Teachers’ expectations of educational leaders’ leadership approach 

and perspectives on the principalship: Identifying critical leadership paradigms for 

the 21st century. Journal of Organizational & Educational Leadership, 2(2), 4. 

Tondeur, J., Van Braak, J., Sang, G., Voogt, J., Fisser, P., & Ottenbreit-Leftwich, A. (2012). 

Preparing pre-service teachers to integrate technology in education: A synthesis of 

qualitative evidence. Computers & Education, 59(1), 134-144. 

Tschannen-Moran, M. and Gareis, C. R. (2004). Principals’ Sense of Efficacy. Assessing a 

Promising Construct. Journal of Educational Administration. 42(5), 573-585. 

United States Department of Education National Center for Education Statistics. (2003). 

Retrieved February 15, 2024, from http://nces.ed.gov/surveys/sass/questions0304.asp 

Valentine, J. W., & Prater, M. (2011). Instructional, transformational, and managerial 

leadership and student achievement: High school principals make a 

difference. NASSP Bulletin, 95(1), 5-30. 

Van-Nuland, S., Whalen, C., & Majocha, E. (2020). Teacher recruitment and retention in 

Canada: Programmes for teacher selection, support, and success. In Exploring 

teacher recruitment and retention (pp. 163-175). Routledge. 

Vaske, J. J., Beaman, J., & Sponarski, C. C. (2017). Rethinking internal consistency in 

Cronbach's alpha. Leisure sciences, 39(2), 163-173. 

Versland, T. M. (2013). Principal efficacy: Implications for rural' grow your own' leadership 

programs. The Rural Educator, 35(1), 2. 

Waring, M. (2012). Finding your theoretical position. In J. Arthur, M. Waring, R. Coe, & L. 

V. Hedges (Eds.). Research methods & methodologies in education (pp. 15–30). 

SAGE. 

Walker, A., Bryant, D., & Lee, M. (2013). International patterns in principal preparation: 

Commonalities and variations in pre-service programs. Educational Management 

Administration & Leadership, 41(4), 405-434. 

Walker, A., Bryant, D., & Lee, M. (2013). International patterns in principal preparation: 

Commonalities and variations in pre-service programs. Educational Management 

Administration & Leadership, 41(4), 405-434. 

Wallace Foundation Report (2008). Becoming A Leader: Preparing School Principals for 

Today’s School. www.wallacefoundation.org. 

Wallace Foundation. (2018, July 16). Making the most of the principal supervisor role. [blog 

post]. The Wallace Foundation. 

http://nces.ed.gov/surveys/sass/questions0304.asp
http://www.wallacefoundation.org/


  

179 

 

Waters, J. T., & Marzano, R. J. (2006). School district leadership that works: The effect of 

superintendent leadership on student achievement (pp. 2006-2008). Denver^ eCO 

CO: Mid-continent Research for Education and Learning (McREL). 

Weinstein, J., Azar, A., & Flessa, J. (2018). An ineffective preparation? The scarce effect in 

primary school principals’ practices of school leadership preparation and training in 

seven countries in Latin America. Educational Management Administration & 

Leadership, 46(2), 226–257. https://doi.org/10.1177/1741143217728083 

Weinstein, J., Azar, A., & Flessa, J. (2018). An ineffective preparation? The scarce effect in 

primary school principals’ practices of school leadership preparation and training in 

seven countries in Latin America. Educational Management Administration & 

Leadership, 46(2), 226-257. 

West‐Burnham , J. (2009). Rethinking educational leadership: From improvement to 

transformation, London. 

Wiedermann, C. J., Barbieri, V., Engl, A., & Piccoliori, G. (2024). Relational Coordination 

at the Primary–Secondary Care Interface: Insights from a Cross-Sectional Survey in 

the South Tyrolean Healthcare System. International Journal of Environmental 

Research and Public Health, 21(4), 425. 

Williams, D. A. (2013). Strategic diversity leadership: Activating change and transformation 

in higher education. Routledge. 

Williams, D. A. (2013). Strategic diversity leadership: Activating change and 

transformation in higher education. Routledge. 

World Bank. (2022). Public expenditure review of the education sector in Jamaica. World 

Bank. https://www.worldbank.org/en/news/infographic/2022/03/03/public-

expenditure-review-of-the-education-sector-in-jamaica 

Yirci, R., & Kocabas, I. (2010). The importance of mentoring for school principals: A 

conceptual analysis. Education Leadership Review, 11(1), 1-7. 

Ying, N. (2022). Servant leader in action: Transformation in motion. Outskirts 

Press. 

Ying, N. (2022). Education transformation for Jamaica: Moving from crawling to flying. 

Public lecture 

Young, M. (2015). Effective leadership preparation: We know what it looks like and what it 

can do. Journal of Research on Leadership Education, 10(1), 3-10. 

Young, D.M. (2010), From the Director: Why Not Use Research to Inform Leadership 

Certification and Program Approval? UCEA Review, 51(2): 5–6. 

https://doi.org/10.1177/1741143217728083
https://www.worldbank.org/en/news/infographic/2022/03/03/public-expenditure-review-of-the-education-sector-in-jamaica
https://www.worldbank.org/en/news/infographic/2022/03/03/public-expenditure-review-of-the-education-sector-in-jamaica


  

180 

 

Young, M. D., Crow, G. M., Murphy, J., & Ogawa, R. T. (Eds.). (2009). Handbook of 

Research on the Education of School Leaders. New York, NY: Routledge. 

Young, M., & Crow, G.M. (2016). Handbook of research on the education of school leaders, 

2nd Ed. Routledge. 

Young, M., Richardson, I., Auchter, J., & Schiffman, C. (2018). Preparing for the National 

Educational Leadership Preparation (NELP) Program Review. National Policy Board 

for Educational Administration. 

Zubnzycki, J. (2013). Principal development goes back to school. Education Week, 32(21), 

4-6. http://0-

eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds/pdfviewer/pdfviewer?vid=24&sid=f7

59ce88-0b35-4525-bc3c-41afa992ba17%40sessionmgr4005&hid=420  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://0-eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds/pdfviewer/pdfviewer?vid=24&sid=f759ce88-0b35-4525-bc3c-41afa992ba17%40sessionmgr4005&hid=420
http://0-eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds/pdfviewer/pdfviewer?vid=24&sid=f759ce88-0b35-4525-bc3c-41afa992ba17%40sessionmgr4005&hid=420
http://0-eds.a.ebscohost.com.umiss.lib.olemiss.edu/eds/pdfviewer/pdfviewer?vid=24&sid=f759ce88-0b35-4525-bc3c-41afa992ba17%40sessionmgr4005&hid=420


  

181 

 

APPENDIX   

APP IN JAMAICA 

 
 

Start of Block: Default Question Block 

 

Q1 Thank you for being willing to take this survey. Your thoughts are important, and 

I know that your responses will help me understand the experiences of principals in 

general and the Aspiring Principals Programme in particular. Do you want to 

continue? 

o Yes  (1)  

o No  (2)  

 

Skip To: End of Survey If Thank you for being willing to take this survey. Your thoughts are 
important, and I know that your... = No 

 

 

Q2 What is your gender? 

o Male  (1)  

o Female  (2)  

o Other. Please specify. (3) __________________________________________________ 

 

 

 

Q3 In what year did you first teach full-time? 

________________________________________________________________ 
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Q4 What subject(s) did you teach when you were a classroom teacher? Check ALL 

that apply. 

▢ Elementary subjects in a self-contained classroom  (1)  

▢ Mathematics  (2)  

▢ Reading, English, or English Language Arts  (3)  

▢ Science  (4)  

▢ Social Studies  (5)  

▢ Art or Music  (6)  

▢ Health and Physical Education  (7)  

▢ Computers and technology  (8)  

▢ Non-classroom teaching (e.g., Reading Specialist)  (9)  

▢ Special education  (10)  

▢ Other. Please specify  (11) 
__________________________________________________ 

 

 

 

Q5 In what year did you become a full-time principal? 

________________________________________________________________ 
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Q6 How many years have you served as: 

 

0 

yrs 

(1) 

1 - 

4 

yrs 

(2) 

5 - 

9 

yrs 

(3) 

10 

- 

14 

yrs 

(4) 

15 or 

more 

yrs 

(5) 

Teacher (1)  o  o  o  o  o  

Vice principal 

(2)  o  o  o  o  o  

Principal (3)  o  o  o  o  o  

MOEY 

Central 

administration 

office (4)  

o  o  o  o  o  

Other. Please 

explain. (5)  o  o  o  o  o  
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Q7 About what percentage of your time in a typical week is spent on. Remember, the 

percentages may not sum to or may exceed 100% as your activities vary from week 

to week. 
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0

% 

(1

) 

1-

25

% 

(2) 

26 

-

50

% 

(3) 

51-

75

% 

(4) 

76% 

and 

high

er 

(5) 

Internal 

administrative 

tasks (e.g., 

reports, 

budget. etc.) 

(1)  

o  o  o  o  o  

Curriculum 

and teaching-

related tasks 

(e.g.observatio

ns, grade level 

meetings, 

mentoring 

teachers) (2)  

o  o  o  o  o  

Student 

interactions 

(discipline and 

academic 

guidance) (3)  

o  o  o  o  o  

Teacher 

interactions (6)  o  o  o  o  o  

Parent 

interactions, 

both formal 

and informal 

(4)  

o  o  o  o  o  

MOEY Region 

interactions 

(e.g., 

meetings) (5)  

o  o  o  o  o  

Other. Please 

specify (7)  o  o  o  o  o  
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Q8 To what extent do you agree or disagree with the following statements? 
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Str

ong

ly 

dis

agr

ee 

(1) 

Som

ewha

t 

disag

ree 

(2) 

Indif

feren

t (3) 

Som

ewha

t 

agre

e (4) 

Str

ong

ly 

agr

ee 

(5) 

The 

stress 

and 

disappoi

ntments 

involved 

with 

being a 

principal 

at this 

school 

aren't 

really 

worth it. 

(1)  

o  o  o  o  o  

I am 

generally 

satisfied 

with 

being the 

principal 

at this 

school. 

(2)  

o  o  o  o  o  

I am 

generally 

satisfied 

with 

being a 

principal 

in 

general. 

(3)  

o  o  o  o  o  



  

189 

 

If I could 

get a 

higher-

paying 

job, I'd 

leave this 

job as 

soon as 

possible. 

(4)  

o  o  o  o  o  

I think 

about 

being 

employe

d to 

another 

school. 

(5)  

o  o  o  o  o  

I don't 

seem to 

have as 

much 

enthusias

m now 

as I did 

when I 

began 

this job. 

(6)  

o  o  o  o  o  

I think 

about 

just 

staying 

home 

from 

school 

because I 

am just 

too tired 

to go. (7)  

o  o  o  o  o  
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I think 

about 

leaving 

the 

school 

region I 

am 

employe

d. (8)  

o  o  o  o  o  

The 

COVID 

pandemi

c made 

this job 

much 

harder. 

Please 

explain. 

(9)  

o  o  o  o  o  

 

 

 

 

Q9 My school includes (Check all that apply) 

▢ Early childhood grades  (1)  

▢ Primary grades  (2)  

▢ Secondary grades  (3)  

 

 

 

Q10 In what year were you born? 

________________________________________________________________ 
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Q11 We have some questions about leadership. 

 

Stro

ngly 

agre

e (1) 

Ag

ree 

(2) 

neu

tral 

(3) 

Disa

gree 

(4) 

Stro

ngly 

disa

gree 

(5) 

Students 

may not 

achieve 

despite 

good 

leadership

. (1)  

o  o  o  o  o  

Some 

students 

are just 

not 

prepared 

to learn. 

(4)  

o  o  o  o  o  

Working 

collaborat

ively with 

teachers 

will 

improve 

student 

outcomes. 

(5)  

o  o  o  o  o  

Working 

with other 

school 

leaders is 

a good 

goal. (6)  

o  o  o  o  o  
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Q12 Please tell us more about your leadership. 
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Stron

gly 

agree 

(1) 

Ag

ree 

(2) 

Neu

tral 

(3) 

Disa

gree 

(4) 

Stro

ng 

disa

gree 

(5) 

I am 

confiden

t that I 

can raise 

student 

achieve

ment (2)  

o  o  o  o  o  

I know 

effective 

strategie

s to 

improve 

literacy 

rates in 

my 

school. 

(3)  

o  o  o  o  o  

I know 

how to 

use data 

effective

ly to 

drive 

student 

achieve

ment. (4)  

o  o  o  o  o  

I can 

lead 

initiative

s that 

target 

student 

under 

performa

nce. (5)  

o  o  o  o  o  
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I have 

impleme

nted new 

curricula

r to 

improve 

student 

outcome

s. (6)  

o  o  o  o  o  

There 

has been 

a 

noticeabl

e 

improve

ment in 

students 

passing 

the 

national 

exams. 

(7)  

o  o  o  o  o  
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Q13 We have a few more questions relating to your views on school leadership. 
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Stro

ngly 

agre

e (1) 

A

gr

ee 

(2

) 

Ne

utr

al 

(3) 

Disa

gree 

(4) 

Stro

ngly 

disa

gree 

(5) 

I am well 

prepared to 

monitor and 

evaluate 

teacher 

instructional 

methods. 

(1)  

o  o  o  o  o  

I have 

supported 

specific 

curricular 

materials 

that have 

resulted in 

higher 

student 

achievemen

t in 

mathematic

s (2)  

o  o  o  o  o  

I am 

confident 

that I can 

use data 

from 

assessments 

to drive 

academic 

improveme

nts (4)  

o  o  o  o  o  
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I am 

confident 

that I can 

lead 

initiatives 

that target 

academic 

underperfor

mance. (5)  

o  o  o  o  o  

I am 

prepared to 

monitor and 

evaluate 

teachers' 

instructional 

methods for 

academic 

gains. (6)  

o  o  o  o  o  

I am able to 

improve the 

school's 

academic 

climate. (7)  

o  o  o  o  o  
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Q14 Please give us your thoughts. 
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Stron

gly 

agree 

(1) 

Ag

ree 

(2) 

Neu

tral 

(3) 

Disa

gree 

(4) 

Stron

gly 

disag

ree 

(5) 

I can set 

actionabl

e and 

measura

ble 

academi

c goals 

for my 

school. 

(1)  

o  o  o  o  o  

I believe 

mentorin

g and 

coaching 

program

s for 

teachers 

can 

improve 

academi

c 

success. 

(2)  

o  o  o  o  o  

Student 

motivati

on 

program

s will 

lead to 

improve

d 

academi

c 

achieve

ment. (3)  

o  o  o  o  o  
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I know 

how to 

use 

technolo

gy to 

enhance 

teaching 

and 

learning 

outcome

s (4)  

o  o  o  o  o  

I know 

how to 

improve 

parental 

involve

ment to 

improve 

student 

outcome

s. (5)  

o  o  o  o  o  

I know 

how to 

identify 

and 

support 

academi

cally at-

risk 

students. 

(6)  

o  o  o  o  o  

I know 

how to 

support 

teachers. 

(7)  

o  o  o  o  o  
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Q15 This project is focused on learning more about what educational leaders need to 

lead effectively. Is there anything you would like to add? 

________________________________________________________________ 

 

 

 

Q16 Did you graduate from the Aspiring Principals Programme? 

 

o Yes  (1)  

o No  (2)  

 

Skip To: End of Block If Did you graduate from the Aspiring Principals Programme? = No 
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Q17 When did you graduate from the Aspiring Principals Programme? 

o 2012  (1)  

o 2013  (2)  

o 2014  (3)  

o 2015  (4)  

o 2016  (7)  

o 2017  (8)  

o 2018  (9)  

o 2019  (10)  

o 2020  (11)  

o 2021  (12)  

o 2022  (13)  

o Other. Please specify. (6) __________________________________________________ 
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Q18 Since completing the APP, please rate the items listed below.  
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Po

or 

(1

) 

Adequ

ate (2) 

Go

od 

(3) 

Ve

ry 

go

od 

(4) 

Excell

ent (5) 

How 

effective 

was the 

APP in 

preparing 

you for 

principals

hip? (1)  

o  o  o  o  o  

How do 

you rate 

your 

performan

ce as a 

principal 

now? (6)  

o  o  o  o  o  

How do 

you rate 

the yearly 

academic 

performan

ce of your 

schools 

now? (7)  

o  o  o  o  o  

How 

would you 

rate the 

termly 

academic 

performan

ce of your 

school? 

(8)  

o  o  o  o  o  
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How do 

you rate 

your 

leadership 

skills 

now? (23)  

o  o  o  o  o  

 

 

 

 

Q19 What did you like most about the APP? 

________________________________________________________________ 

 

 

 

Q20 What did you like the least about the APP? 

________________________________________________________________ 

 

 

 

Q21 How can the program be improved? Click to write the question text. 

________________________________________________________________ 

 

End of Block: Default Question Block 

 

 

 

 

 

 


