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Abstract

This study explores the lives and careers of twenty college Principals. There is no significant
existing literature that focuses on the journey to leadership of college Principals that work in
the further education sector. The research focuses on significant influences / experiences in the
life and career journey of Principals. The career pathway model identified by Gronn (1999)
acted as the guiding framework for the research with the focus being on the formation and

accession phases.

In-depth semi-structured biographical interviews were the method used to gather data about
the journey to leadership. Interviewees were asked about their life history, including their

formative years, career trajectories, drivers, motivations, constraining factors and training.

This study also explores the role that self-belief and socialisation play in the journey to

leadership, including the question of identity change.

The findings show that the process of leader formation for participants has been influenced by
a number of important contextual factors. In the formative years, family and schooling
experiences were significant. During the exploration of the career pathway themes emerged.
Values, character and ambition were also found to have been enhanced by professional and
social experiences during their later career journeys. These were the identification of influential
/ significant people, significant experiences, enabling and constraining factors and personal
development and training. The research concludes that the development of the Principals’

values, character and leadership ambition was anchored in their formative experiences.
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CHAPTER ONE: INTRODUCTION AND CONTEXT

Introduction

The literature that surrounds leadership and in particular within education is vast. Educational
leadership in particular is a hot topic with numerous studies and research being undertaken
within this field. That being said, it is still a subject that is under-researched, and it has been
identified as a field for further research to be undertaken.

It is a particular interest of the researcher who currently works within education and one day
aspires to becoming a college Principal. The particular focus and interest being the journey to
becoming a Principal. During the journey to leadership, as discovered by Day and Bakioglu
(1996), Ribbins (2003) and Gronn (1999), leaders go through distinct career stages or phases
and throughout these stages and phases experience a variety of emotions and challenges.

Questions that have arisen from a review of the literature are as follows:

1. To what extent does the Gronn (1999) model help us to understand the journey to
leadership of FE College Principals?

2. To what extent does “socialisation” influence the journey to leadership?

3. How is identity change mediated in the journey to leadership of FE Principals?

4. To what extent does “self-belief” influence the journey to leadership of FE College

Principals?



In recent years extensive research has been conducted on the subject of leadership within
education. Despite the plethora of leadership research that exists within the FE sector it is still
limited, especially in relation to the journey to leadership and with a gap in the literature with
regard to understanding and explanations of the life phases/stages that a Principal goes through
on their journey to leadership. More specifically there is no real body of literature that exists
exploring those life phases / stages as considered by Gronn (1999). There is literature that
explores the question of leadership in FE research in general terms, some key authors include
Lumby & Tomlinson (2000), Withers (1998), Withers (2000), Muijs et al (2006) and Gleeson
and Knights (2007). Research that has focused on the role of the Principal includes Withers
(1998) and (2000), Draper and McMichael (2000), Walker and Quong (2005) and Smith
(2015). Withers, who delved into FE with early research (1998) focused on the impact of
incorporation and later research (2000) focused on the evolving role of the Principal in the FE
sector. The contribution of these early key works is discussed in more depth in the literature
review chapter below.

There appears to be a significant void in research within the FE sector when it comes to the
question of exploring distinct life stages and phases that a FE Principal experiences on their
journey to leadership. This gap is especially important to address now given the latest round of
significant policy, institutional and financial changes that has had a major impact on the FE
sector, notably with the impact of the area reviews that will be discussed in the context section
below.

Gleeson and James (2007) have argued that:

“Until recently further education has been described as the neglected ‘middle child’ of English
education: a comparative low status due to its technical and vocational ethos has resulted in it

being overshadowed by the policy priorities of schooling and higher education. However, in



the past decade FE has expanded to become a significant driver for modernising the UK’s

learning and skills sector (LSS)” (p.2)

Despite this, FE is still under-researched, and we as researchers know very little about FE
practitioners as potential leaders. Gleeson and Knights (2008) have explored the concept of
reluctant leaders; these particular authors looked at middle managers within FE and the reasons
behind their reluctance to assume ‘formal’ leadership roles. It has also been suggested by
Cranston (2007), who along with Gleeson and Knights (2008), suggests the potential of a
leadership crisis. One of the middle managers interviewed by Gleeson and Knights (2008)
stated that s/he wanted career FE progression but was reluctant to lead as this would mean a
shift away from their subject area and teaching. Most notably this demonstrates that those
seeking headship or Principal positions are torn between being competent and confident in their
current roles to moving on into a more formal role that may be out of their comfort zone. Senior
leadership roles mean focusing more on business aspects and funding in what is an ever-
changing sector with new educational reforms and ongoing budget cuts. Elliott (2015)
describes a sector still in the middle of a crisis which is continually impacting on FE leaders
and their institutions. This seeming continual crisis within the FE sector is exacerbated by the
generalised global crisis that exists within leadership. It has been reported by Henshaw (2016)
‘that by 2022 one in four schools will be hit by this developing leadership ‘crisis’, Henshaw
(2016) also states that there will be a shortage of ‘8,000’ leaders by 2022 with the current figure
being a shortfall of 3,000’. He goes on to state that the two main reasons for this shortfall are
retirement and the move of some education leaders taking up roles as CEOs in academy trusts.
Arguably area reviews will significantly impact upon middle leaders within FE and their
decision to take the plunge and move towards Principalship. The researcher firmly believes

that the challenging nature of the sector coupled with the increasing performance related

10



demands placed on FE leaders there will be a continued reluctance of middle managers to apply
for Principal roles.

Lambert (2011) has described the leadership crisis in FE in the post incorporation era following
1993. Lambert suggests an ‘impending shortage of individuals wanting the role of Principal in
Further Education Colleges, he also describes a lack of suitably skilled individuals to step into
Principalship roles. This is also echoed by Colinson (2005) and Collinson (2003) who highlight
that one of the many challenges is the lack of recruitment of such future leaders. Elliott (2015)
outlines what he describes as the ‘prevailing and persistent crisis in post-compulsory education,
he describes that it has created conditions that have impacted hugely upon the way in which
institutions are managed and led. He goes on to say that ‘vocational education remains a poor
relation, and college mergers stand at an all-time high and in one sense, nothing much seems
to have changed since 1985°. These persistent changes, in what could be described, as an
unstable and turbulent sector, that quite frankly many would argue that how can any leader
effectively lead or manage.

Yet education, according to Freire (1998) is the key to ‘social transformation’. This bigger idea
is at the heart of FE and is also echoed by Ruiz-Valenzuela et al (2017) who argues that:

“For various reasons, this sector has historically been under-considered by academics and
policy makers alike. Yet, to have a fuller picture of the education system, studying vocational
or technical colleges along with academic colleges is particularly important because the
students the former colleges cater for have lower educational attainment, come from more
disadvantaged backgrounds, and are most at risk of dropping out from the education system.
Further education is therefore a key determinant of England’s educational level, social
mobility, unemployment, and other labour market indicators” (p.1).

Elliott (2015) and Ruiz-Valenzuela et al (2017) both acknowledge a leadership research gap.

Given this gap in the literature or the missing element in terms of what we actually know about
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the journeys of these key leaders known as Principals in FE. There has been recent debate /
discussion on the effectiveness of CEOs in the FE sector. This research aims to contribute to
this by exploring the journeys of these key figure heads. This element is under researched and
has been explored in HE, Schools and Academies. Using the Gronn (1999) model as a good
grounding or basis in which to start, first by exploring if these leaders (Principals) go through
distinct life stages / phases like those in a school / academy setting. This will contribute to
filling the knowledge gap on what we know about the journey to leadership of FE College
Principals.

As Ruiz-Valenzuela et al (2017) states, these Principals have responsibility for thousands of
learners in FE and yet we know very little about their journeys. This could contribute to the
recent debate / discussion about leadership effectiveness in FE, these authors also point out that
using only quantitative data to measure effectiveness doesn’t work.

Principals have a substantial impact on achievement, Ruiz-Valenzuela et al (2017) found no
significant correlations between Principal characteristics, characteristics such as gender, age
and salary, on educational outcomes. These authors state that these factors do not impact on
outcomes.

Bohlmark et al (2016) agrees with the findings of Ruiz-Valenzuela et al (2017) and also points
out that it is difficult to identify what makes a good Principal using observable characteristics
only.

It is important to attract and retain high quality Principals in further education colleges,
Principals have a low profile in the debates in education and yet they can make a difference.
Ruiz-Valenzuela et al (2017) ‘believes more attention should be devoted to them’.

This research hopes to contribute to the gaps in understanding by exploring Principals’

journeys.
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Shamir et al (2005) claims that life stories play an important role in leadership and the best way
to learn about a leader’s traits and behaviors is through life stories. This is also echoed by
McLoughlin (2018) who says that it is ‘vital to prepare the next generation of college
Principals’ due to the make or break nature for both leader and the college, he also argues that
the sector should be succession planning, with forty-five percent of college Principals over the
age of fifty-five with most probably retiring at the age of sixty.

As mentioned by Gronn (1999), leaders go through stages, during which they have self-belief
and in many cases peers and colleagues encouraging them to move upwards and take on
headships or Principal roles. Once potential leaders take on such formal roles, they become
isolated and need to build self-belief and confidence in their ability to be successful in the role.
This is something that Gronn (1999) suggests happens once these heads or Principals have been
in post for some time.

This research project explores the lives and career journeys of Principals to understand why
they have taken on the role.

Within the FE sector, those who wish to be Principals need to be able to adapt within an ever-
changing position and environment. The role of a Principal within FE involves not only
knowledge of the college, but the surrounding community and region, as well as keeping up to
date with political changes. Some might see this as an impossible task. In various studies of
Principals, senior and middle managers, it is believed that some of the reasons behind this
reluctance to lead is due to the very nature of the job in terms of extra pressures, work-life
balance and a lack of time and money (Collinson, 2009).

The FE sector as described by Collinson (2009) is often perceived to be low status educational
institutions, often dealing with the most deprived or difficult students. The sector is often

referred to as the ‘Cinderella sector’ of UK education.
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Defining the concept of leadership is a difficult task as there are many theories surrounding
what leadership is. Leadership is defined by Bass (1990) as:

“an interaction between two or more members of a group that often involves a structuring or
restructuring of the situation and the perceptions and expectations of members...Leadership
occurs when one group member modifies the motivation or competencies of others in the
group. Any member of the group can exhibit some amount of leadership” (p.19-20).
Leadership within education is a topic of intriguing interest, questions often arise such as, are
leaders born to lead or do leaders learn how to lead?

Greenfield and Ribbins (1993) suggest that leadership starts with the ‘character’ of a leader, in
terms of their beliefs, values and self-awareness. Southworth (1993) argues that leaders tend
to work hard as they are often seeking to accomplish their own vision or values. Hoyle and
Wallace (2005) argue that leaders can follow “any vision you like, as long as it’s central
governments” (p.139).

Hart (1993) suggests that a Principal’s succession affects all who work within and with the
school. Hart (1993) also talks of a stage of apprehension and high expectations, both of the
newly appointed Principal and those who work within the school / college. It is also believed
by Hart (1993) and Crow (2007) that newly appointed Principals go through stages of
socialisation, not only do Principals have to mix within a new social group, they also have to
get used to a new role / profession. Organisational socialisation within education has had
limited attention, however as Hart (1993) suggests research has been undertaken, socialisation
will be explored in more detail in further chapters within this research project.

Bush (2010) believes that leaders within education are of vast importance and play a significant
role within the organisation, coming only second to teaching practice. Bush (1998) also

suggests that leadership and management need to be equal if the college wishes to be effective
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and meet objectives. Bush (2010) also suggest that the process undertaken by a teacher to

become a leader is an ‘incremental’ one.

The Gronn model was developed with school headteachers in mind and has only recently been
adapted to encompass academy Principals and leaders within Higher Education. There is
however a gap within the literature relating to the FE sector, which is believed by Weatherald
and Moseley (2003) to be under researched, with no study ever being undertaken specifically
focusing on Principals within colleges of FE. It is of significant interest to the researcher who
is a Head of School within an FE college seeking to explore the career journeys undertaken by
college Principals. In studies undertaken within other sectors, including both higher and
compulsory education sectors, it was found that both heads and Principals went through various
stages within their career. In some cases, it was found that both socialisation and self-belief
were evident. Significant people, for example mentors, peers and family also played an
important part in the lead up to headship or Principalship.

In order to explore these questions further key literature needed to be explored. In the first
instance it is important to identify whether college Principals do go through these distinct career
phases as set out by Gronn, Principals are notorious for ‘falling into education’ rather than
planning to enter into it. Of the headteachers interviewed by Gronn (1999) and Ribbins (2003)
most had not planned to enter into a career within education and in many cases definitely would
not have considered headship if they had not been encouraged to do so. The researcher is keen

to explore whether this will be the case for college Principals.
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Many authors have also identified socialisation as a significant part of the journey to leadership.

This research will focus on early socialisation, Ribbins (2008) states that:
“this is made up of all the influences which shape the kinds of people prospective
principals become, its believed that during this stage the future principal is socialised
into the deep-rooted norms and values by the action and interaction of such key
agencies as family (notably parents), school and teachers, peer groups and local
community. These agencies especially those exerting their greatest influence in early
childhood (Gardner, 1995), shape personality and in doing so generate conception of
self” (p.65).

This is evident in the ‘accession’ phase in the Gronn (1999) model which was used to address

research question two which explored “To what extent does Socialisation influence the journey

to leadership”. It is here where the researcher details the early socialisation of those FE College

Principals interviewed, this stage documents in detail those early childhood influences

including parental influence, peers and educational influences etc. This research question is

answered fully and in detail in chapter five Findings and Discussion.

Self-belief is evident in the key works of Gronn (1999), Ribbins (2003) and Day & Bakioglu
(1996), notably also within the ‘accession’ phase. However, these authors hint at it within the
‘incumbency’ phase, which is where leaders identified themselves to be competent and
confident within their role of headteacher or Principal. These are two key themes that have
emerged and so it was interesting to see what role both self-belief and socialisation play within
the career journey of a college Principal. Research question four addresses “To what extent
does ‘self-belief” influence the journey to leadership of FE College Principals” this research

question is detailed in chapter five Findings and Discussion.

A further interest for the researcher, or rather question, is regarding identity change. The

researcher was interested to explore “How is identity change mediated in the journey to
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leadership of FE College Principals”. Research question three is discussed in detail in chapter

five Findings and Discussion.

The audience for this research project will be aspiring Principals as well as those seeking to
explore career journeys within education. The research to developing on the theories of Gronn
(1999), Ribbins (2003) and Gunter et al (2003). This research has established career journeys
experienced by college Principals, identifying similarities with those career paths of
headteachers and academy Principals. Previous studies or research that have been undertaken
within the education sector, in particular HE and compulsory education, has included research
based around socialisation and self-belief and suggested that there is evidence to support
socialisation throughout the stages of a leaders’ career. Notably in those studies by Gronn
(1999) and Ribbins (2003) these authors documented in their findings that socialisation not
only helps to form the character of the leaders in education but also styles them into the leader
they often become. They also mention this notion of self-belief and how it is evident within the
‘accession’ stage (Gronn, 1999). There is also evidence to suggest that self-belief can be
influenced by others. As suggested by Gronn (1999), peers, family, colleagues or those aspiring
leaders’ current bosses can encourage leaders to take on the more formal leadership role and

by this it is meant Principal or headteachers.

Structure of the Thesis

The first chapter of this thesis, Chapter One, has provided an introduction to the research the
journey to leadership. The remainder of this thesis is made up of chapters. Chapter Two
provides an understanding of the further education sector and the leadership challenges,

Chapter Three forms the theoretical basis for this and summarises the literature. Chapter Four
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discusses the research approach and methods conducted and critically evaluates and justifies
the methodology and methods used for this research. Chapter Five presents the findings of this
research which leads to a discussion on the findings. This chapter includes a detailed analysis
of emerging themes as proposed by Gronn (1999) including new findings. Chapter Six provides

final conclusions and details a future research agenda for further study.
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CHAPTER TWO: UNDERSTADING THE FURTHER
EDUCATION SECTOR; THE (LEADERSHIP) CHALLENGES

Understanding the Further Education Sector

Emergence of Further Education

In 1914 the term ‘further education’ and ‘technical college’ came into effect following
regulations for technical schools, in 1926 they became known as ‘Colleges of Further
Education’ and are known today as ‘FE Colleges’ (Coles and McGrath, 2004). FE colleges in
the present day offer a wide range of qualifications and training. For example, A-Levels,
Apprenticeships, Traineeships, Vocational Qualifications, Higher Education and Entry level
training. Since 2013 FE colleges have been able to enrol 14-16-year-olds for those who wish
to study a vocational qualification alongside general qualifications including English and
Mathematics. This demonstrates the diverse nature of FE colleges. In 1993 there were
approximately 427 colleges in the UK including sixth form and specialist colleges. Today there
are approximately 296 and this number will further decrease once the area review report is
published in August 2017. Each year there has been a decrease in the number of colleges within
the UK, this is a result of mergers and college closures due to the continuing financial pressures
that are now imposed on colleges. This, along with continued funding cuts, has impacted on
the FE sector as a whole. (AOC, 2017).

According to the AOC (2017) there are currently 189 general FE colleges within the UK, this
thesis is specifically focusing on general FE colleges within the West Midlands region only,
the reason behind this is this is where the researcher resides. Within the West Midlands there

are currently 27 colleges.
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The Impact of Incorporation (1993)

During the 1970s and 1980s technical colleges became FE colleges, they took on new
dimensions as a consequence of a rise in unemployment levels. FE colleges offered courses
that had emphasis on preparation for work in general rather than preparing people for specific
jobs.

Over the last twenty-five years further education has undergone some significant changes. A
key turning point for the sector was the Further and Higher Education Act 1992. This Act
established the Further Education Funding Councils (FEFCs) removed further education and
sixth form colleges from Local Education Authority (LEA) control, unified the funding of
higher education under the Higher Education Funding Councils (HEFCs) and introduced
competition for funding between institutions.

Funding was provided from central government through a series of organisations, first the
Further Education Funding Council (FEFC), then the Learning and Skills Council (LSC) and
now the Skills Funding Agency (SFA). The funding has been moved to a system in which

funding is based upon the number of learners and the type of course being studied.

According to Lucas and Crowther (2016) FE colleges entered the 1990s as institutions that
appeared to cater for all, from 16-19-year-olds, both academic and pre-vocational, adult
returners, vocational courses and links with employers, access students, Higher Education (HE)
students, those with special educational needs, the socially excluded, basic skills provision and
those not involved anywhere else. It is during this time that the FE sector was known as the
‘Cinderella service’, this reflected the divide between academic and vocational educational. FE
enrolled students that other institutions did not want.

Colleges changed to a sector dominated by competition, with colleges and other providers

competing for students.
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The White Paper ‘Education and Training for the twenty-first Century’ (DES/ED, 1991), and
‘Unfinished Business’ (Audit Commission/OFSTED, 1993) highlighted poor financial
management of FE colleges along with poor retention and success rates. Crowther and Lucas
(2016) believe this led to incorporation.

The incorporation of colleges was part of a ‘wider neo-liberalism logic’ that began with the
Conservative government of Margaret Thatcher driving public sector structural reforms; this
was continued under successive conservative governments until New Labour were elected in
1997 (Masunga, 2014).

Colleges became focused on growth and increased efficiency. Therefore, colleges began to act
like businesses focusing on spending time and resources on the demands of competition, and
this meant in many colleges that courses were no longer demand-led but driven by the price
tag provided by FEFC. Economists described such a state of affairs as a ‘quasi-market (Lucas
and Mace, 1999) resulting in colleges becoming finance driven. The title of ‘Chief Executive
Officer and Principal’ largely replaced ‘Principal’ with a focus and emphasis on leadership
rather than management, and students became ‘customers’.

By 1997 the early phase of Incorporation, efficiency savings had caused financial problems in
many colleges. Between 2001 and 2010 with New Labour, colleges changed their focus from
unplanned growth driven to employer led strategic planning. The Learning and Skills Council
(LSC) replaced the FEFC. The Coalition government-funded students in FE colleges based
upon enrolment and qualifications passed from the previous year, thereby removing central
planning in favour of demand-led and outcome-led funding (Crowther and Lucas, 2016). The
Education Act 2011 allowed FE colleges to borrow money without permission from central

government and to change the nature of their governance.
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The coalition government ring fenced two million apprenticeships over five years, again
causing the shift away from FE towards employers for funding for training, reinforcing
demand-led funding.

In the current climate the FE sector is once again facing a period of great change, the post-16
education sector is seen as critical by the government to improve the UK’s productivity. The
government has already begun and completed a review of the sector with local area reviews
taking place across the UK with the view to building ‘fewer often larger, more resilient and
efficient providers within the sector’ (AOC, 2017).

As a result of these area reviews there were a number of mergers between colleges; 19 at the
time of writing this thesis with more planned over the next 5 years. To date there have been 4
sixth forms that have converted to academies with a further 22 in the process of applying to

become academies.

The focus of the reform by the current government is to increase the number of starts to

apprenticeships up to 3 million by 2020.

The Role of OFSTED

The Office for Standards in Education, Children Services and Skills (OFSTED) was
established in 1992 and further expanded in 2007 to incorporate children’s services. Ofsted are
independent, impartial and report to parliament. Their role is to carry out inspections of schools
and further education skills providers. They produce inspection reports and ensure quality
standards. OFSTED also report to policy makers on the effectiveness of these services.

Since the incorporation of colleges in 1993, inspection, along with other internal and external

arrangements for quality assurance, has played a pivotal role in the FE sector. As Fletcher
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(2015) describes, OFSTED has shifted its focus from supporting improvement to becoming
focussed on accountability. Inspection takes place alongside the individual college's self-
assessment mechanisms, including performance indicators. Its impacts have been strengthened
by links to funding and most recently by the new role of the FE Commissioner. A poor
inspection and poor financial performance can trigger an intervention from the FE
Commissioner.

OFSTED's role has evolved considerably over the last 27 years; inspections are now carried
out based on a ‘risk based’ approach focusing on those providers that are considered to be a
cause for concern. As a consequence of this approach there has been a rise in the proportion of
colleges with poor inspection results. In 2012 OFSTED changed the grading descriptor from
‘satisfactory’ to ‘requires improvement’ and introduced strict guidelines for re-inspection to
those providers that are graded as such.

OFSTED have shifted their focus to put more emphasis on teaching and learning, and in the
current environment are moving away from the traditional lesson observation grading for a
more informal system where ‘walk through’ style observations are carried out and no grade is

provided to the lecturer.

The Changing Role of Governors
Every college has a governing body that has an elected chair from the governing body’s
membership (Hill and James, 2015). Corporations were created after incorporation. For FE
colleges to have corporation status, a governing body needed to be formed.
Hill and James (2015) state that:

“Every college corporation has a statutory Instrument and Articles of Government that

sets out the responsibilities of the corporation and the principal and provides the
framework within which the corporation must operate”. (p.3)
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Hill (2013) describes two types of governors and states that FE governing bodies tended to be
made up of businesspeople with the remaining governor seats made up of the Principal,
teaching staff and a student representative. Hill (2013) along with Cornforth and Edwards
(1999) believed that business governors were appointed to not only create some kudos amongst
peers by having key businesspeople as governors but for these businesspeople to be able to
support the college and create a corporate / business-like presence.

Following the Hodge Report (1999), which made recommendations for college governors to
be more representative of the local communities surrounding colleges, governors were
encouraged to move away from the business / corporate approach and focus on more
educational matters (Davies, 2002).

The Education Act 2011 defines the instruments and articles for government for FE college
corporations, a college’s Instrument of Government sets out the number of governors a college
must have in each category including staff and students. As stated by the AOC (2017), every
college has to appoint a Chief Executive Officer (CEO) who is normally the Principal of the
college. Every college must also appoint a Clerk. Although this is not a requirement by law,
the financial memorandum states that the Principal must be the Accounting Officer.

The role of the governors has changed since incorporation; governors are more accountable
and responsible for challenging and holding the college and CEO to account. Governors now
drive college strategy to enable colleges to be more responsive to local communicates and
employers. Governors hold regular reviews in response to college performance, help set key
performance indicators for the college, drive results, ensure the financial position is stable and
reported upon, and review and help drive college mission and vision statements. (Department
for Business Innovation and Skills, 2015). Governors have a key role to support colleges to
ensure they can be successful. It is not the governors’ responsibility to manage the college as

this is what the Principal and senior management team within a college are responsible for.
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Governors should support the implementation of strategies and support with the student

experience to ensure success.

The Impact of the Area Reviews

In 2015 the government’s policy statement set out an approach to restructuring the FE sector,
this was undertaken in the form of 37 reviews starting with the Birmingham area review in
September 2015. The aim of these reviews was to ensure that there are fewer, more resilient
colleges that work together to produce skilled workers that local employers need. It is part of
a wider plan as set out in the government’s productivity plan, ‘Fixing the Foundations —
creating a more prosperous nation, improving productivity is a key national challenge’. It is
believed by government that the post-16 sector (FE sector) is key to economic growth and
critical to raising productivity. This major reform of the sector by government was also
undertaken at a time of immense financial pressures facing FE colleges, In Birmingham alone
two out of the four FE colleges were undergoing significant financial instability and significant
levels of debt to the point where the SFA and FE Commissioner had to intervene. The first
wave of reviews undertaken included a number of key stakeholders including the college and
sixth-form Principals, local councils and Local Enterprise Partnerships (LEP). As a result of
the Birmingham review, two of the four FE colleges opted to merge to ensure the financial
stability, as well as securing the viability of one of the two colleges. One further college
remained independent to work on a financial recovery plan, with the remaining college merging

with an academy trust.
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Summary

The aim of this chapter was to set the context for which this thesis is based, the chapter aimed
to provide an insight and some background to the nature of the sector. The chapter also included
the leadership challenges in terms of the nature of the sector they operate in as well as to include
any key challenges. As can be seen the spotlight has been focused on leaders in the FE sector,
notably the area reviews whereby colleges were reviewed in terms of their financial stability.

This is one of the many challenges that Principals face.

The literature review chapter that follows will seek to explain key literature that exists and will

be explored and discussed in detail. The literature will also provide a base of knowledge that

the researcher will link back to when discussion the findings in Chapter Five.
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CHAPTER THREE: LITERATURE REVIEW

This review of literature provides a theoretical framework underpinning the following research

questions:
1. To what extent does the Gronn (1999) model help us to understand the journey
to leadership of FE College Principals?
2. To what extent does “socialisation” influence the journey to leadership?
3. How is identity change mediated in the journey to leadership of FE College
Principals?
4. To what extent does “self-belief” influence the journey to leadership of FE

College Principals?

In this literature review chapter, the researcher is reviewing the literature that relates to this
core idea of leadership, focussing on the idea of understanding / revealing the ‘life journey’
to leadership. It also helps us to explain leader behaviours and actions, and debates the
literature around it and so as to surface the key learning and insights from this literature.
There are some scholars who may not wholly agree with this way of thinking about
leadership, the researcher acknowledges that this is just one way of thinking about

leadership which is informed by a broadly psychological understanding of leadership.

The first section of this chapter explores leadership in general terms and examines what
leadership is. This chapter will then explore key terms and provide an overview of the
literature. The subsequent sections will include the changing role of the Principal, career
journeys in education, leadership development, socialisation, identity change and finally

self-belief. The chapter will then provide a summary of the learning from the literature.
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Introduction

The literature that addresses the question of leadership in education is extensive. This section
explores the key works on leadership within education and the matter of career journeys. This
chapter will review the literature that exists within the field of life history leadership as well as
that of leadership formation. The studies that will be discussed and outlined within this chapter
inform the conceptual framing of the thesis, research approach and method, and research
themes.

There is an under-representation of literature surrounding FE and so the researcher will draw
upon those studies and literature that is geared to the sectors of HE and schools.

In order to undertake the research project an extensive and exhaustive literature search had to
be undertaken, the use of journals, Internet databases as well as books and educational papers
were explored. The University of Birmingham’s education library was used for key texts as

well as the universities online database. Athens was also used to find journals on leadership.

The key words and phrases searched were “career journeys”, “self-belief”, “Identity change”

and “socialisation” all within the context of educational leadership and FE. Those studies

exploring career stages were of particular interest to the researcher.

Keywords: identity, self-belief, socialisation.
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The Review of Literature

The initial context chapter which sits within the introduction section of this thesis as part one
of chapter one provided an in depth look at the FE sector, firstly providing an explanation of
how FE colleges were derived and secondly providing an in depth insight into the political acts
or reforms that have shaped this particular sector. The section also determined what significant
changes and challenges were currently happening or impacting on the sector and in particular
colleges and their Principals.

In order to grasp the extent of research that has been conducted based around lives and career
journeys of academic leaders / Principals, significant works including those of Day and
Bakioglu (1996), Ribbins (1997), Gronn (1999) are reviewed.

Limited literature is available in relation to the journeys of FE College Principals. Therefore,
literature surrounding both compulsory and higher education sectors is explored.

The core areas of research undertaken as part of the review of literature are leadership, and in
particular, the nature of leadership for leaders within an FE college, life history including career
journeys, self-belief, identity change and socialisation. Within the exploration of the key works
or existing literature in the life history and career journeys section, the researcher looked in
particular for the themes of influences / people / incidents, impacts of family, schooling and

career including professional development and training.

What is Leadership?

The topic of leadership has been of interest / fascination to scholars of human relations
generally (Storey et al, 2017) for some significant time, indeed from the early period of the
Greek philosophers Plato and Socrates (Carrol et al, 2019). In these changing, and often

challenging times, it is argued that leadership — at least to some extent and however it is
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conceived — could explain professional ‘success’ for both individuals and organisations (Carrol

etal, 2019). However, leadership is a complex and widely debated phenomenon; and the many

meanings of the word ‘leadership’ are open to a great deal of interpretation. As Bolden (2004)

suggests, there is a lot of interest in the topic of ‘leadership’, not only in the education sector,

but more globally across different sectors, regions and nations and yet there is no clear

consensus as to its precise meaning (Grint, 2010).

Storey (2011) summarised the main theories of leadership, these are outlined in Table 1.

Trait theory; innate qualities; 'great man
theories'

Carlyle (1841); Bernard (1926)

repertoire of styles; expectancy theory

Behavioural theories: task related and | Ohio State University studies; University of

relationship related; style theory (e.g. | Michigan, (Katz and Kahn 1951); Likert

autocratic vs. democratic) (1961); Blake and Moulton (1964); Lewin et
al (1939)

Situational and contingency theory; | Fiedler (1967) Vroom and Yetton (1973)

Yukl (2009); Hersey and Blanchard (1969);
Thompson and Vecchio (2009)

Exchange and path-goal models (relationship
between leader and led as a series of trades)

Graen and Uhl-Bien (1995); House (1971);
House (1996)

‘New Leadership'; charismatic and visionary
leadership; transformational leadership

Burns (1978); Bryman (1992) Conger and
Kanuungo (1988); Bass (1985); Tichy and
Devanna (1986); Kouzes and Posner (1997)

Leadership as performance

Peck et al (2009); Mangham (1986)

Constitutive, constructivist theory

Grint (1997, 2000, 2005)

Leadership within Learning Organizations:
leadership as a creative and collective
process; distributed leadership

Senge (1990)

Post-charismatic and post-transformational

leadership theory; spiritual leadership;
authentic  leadership; leadership  with
compassion

Khurana (2002a,2002b); Maccoby (2000);
Fullan (2001a,2001b); Boyatzis and McKee
(2005); Tamkin et al (2010)

Table One: Summary of the Main Theories of Leadership
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As can been seen in Table one, there is a plethora of theory and literature that exists surrounding
leadership, there is a wide range of theories describing the meaning of leadership and the
various different theoretical approaches. Storey (2011) summaries some of the main theories.
Storey (2011) suggests that ‘the ‘new model” of leadership is that leadership competencies are
outlines of formative experiences. This supports Gronn’s (1999) theory who also believes a
leaders’ character is formed during the formative years and this in turn shapes the leader that
they often become.

Bennis and Thomas (2002) claim that ‘true leadership is an individual’s ability to find meaning
in negative events and to learn from them’. As can be seen, there is a plethora of theories
surrounding leadership. There are those authors that believe theories to include that of
distributed and transformational leadership. This approach argues for a more systemic
viewpoint, whereby leadership responsibility is detached from formal organisational roles, and
that actions and influences of people at all levels are recognised as vital to the overall direction

and functioning of the organisation.

This research is focusing on understanding leadership through the ‘idea’ of the journey to
leadership, the research will explore the life and career journeys of twenty FE College
Principals. The Principal position is the most senior positon in an FE College, leadership over
recent years has been in the spotlight in education and yet to date there is little to no research
that exists around these leaders. McLoughlin (2018) states that there is a need to prepare the
next generation of college Principals. He also believes that:
“Leadership is the key to the success of any organisation, as many colleges have learned,
occasionally to their cost when things have gone wrong. While we have to always address
the needs of today, tomorrow is never far away. In my experience, when there are changes
at the top without effective succession planning, or individuals who can take over the
reins seamlessly, there can be an unsettling effect on a college or training provider.

Developing the leaders of the future will provide the stability, confidence and ambition
needed for the sector”.
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It is no secret that the Further Education (FE) sector in England is often referred to by education
policy makers and practitioners as the ‘Cinderella sector’ when it comes to funding — or rather
the lack of funding. There have been recent works published addressing the importance of FE
college Principals and the role they can have / play in the success or detriment of an FE college
and student outcomes. According to Ruiz-Valenzuela (2017), Principals ‘do matter for the
educational performance of their students’, this is similar to the beliefs of McLoughlin (2018)
who suggests:
“that developing leaders for the future will provide the stability, confidence and ambition
needed for the sector. Investing in this cadre could not be more integral to the future of
individual colleges”
The short section that follows aims to establish a broad ‘working’ definition and understanding
of the term ‘leadership’; broad in the sense that a definition of leadership has been debated for
hundreds of years and there is no one single definition.
So just what is leadership? Is it about the ‘person’ or ‘power’ or ‘title’? Or is it about

‘relationships between leaders and followers? Or is it simply a ‘social myth’?

“Scholars should remind us that leadership is not a moral concept. Leaders are like the
rest of us: trustworthy and deceitful, cowardly and brave, greedy and generous. To
assume that all leaders are good people is to be wilfully blind to the reality of the human
condition, and it severely limits our scope for becoming more effective at leadership.”
(Kellerman, 2004, p45)

There are clearly different opinions, definitions and descriptions of leadership and what the
word itself, and its practice, actually means and involves (Storey, 2011; Carroll et al, 2019).
When exploring the question of how leaders are formed (leadership formation), researchers
have referenced different factors that influence leaders. There are authors who view leadership
as “a consequence of a set of traits or characteristics possessed by leaders” whilst others regard
it as “a process of social influence emerging from group relationships” (Bolden et al, 2011).

This latter perspective is posited by others such as Bourdieu (1991), who believes we are
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formed by our ‘habitus’, that is to say we are formed through our social experiences and by the
places and spaces we inhabit. For Bourdieu, leaders are formed by their personal experiences
and the contexts in which they work. This is the same idea that is echoed in the work on
leadership by both Ribbins (2003) and Gronn (1999).

Northouse (2004) defines leadership as “a process whereby an individual influences a group of
individuals to achieve a common goal” (p.3). In a related vein, Grint (2017) argues that
“leadership is essentially concerned with control; leadership is concerned with direction

setting, with novelty and is essentially linked to change, movement and persuasion”.

Western (2019) suggests that the propensity to leadership is explained to an extent by an
individual’s biographical journey; arguing that a common perception of ‘leaders’ is that they
are charismatic and confident extroverts. Importantly, however, Western also proposes that

often these great leaders mask insecurities and anxieties such as so-called ‘imposter syndrome’.

As authors have suggested, there are a number of factors that can influence a leader. This is
also true in the case of leaders in education, the findings from key works such as Gronn (1999)
on headteachers and the latter works of Mackenzie-Batterbury (2012) on academy Principals
depict this.

Leadership approaches are formed by emotions and experiences, and authors such as Western
(2019), suggest that “leadership cannot escape these emotional and unconscious responses
because leadership sits in the heart of human desire and fear”. Similarly, Garcia (2018) also
suggest that “Psychoanalytic insights refer to regressed childhood experiences being acted out
on the stage of adult life”. Hence, our feelings, as well as our perceived treatment from parents
or authority figures from our past, have a part to play in leaders’ character and potentially the

way in which they choose to enact their leadership. In other words, our emotions shape
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significantly how we theorise, perceive and enact leadership (and followership). This
biographical ‘turn’ in the argument about what makes a ‘leader’ — and what makes leaders act

the way that they do, leads Western (2019, p.31) to argue further that:

“Our parents, teachers, bosses, religious and political leaders, all signify forms of
leadership that carry real hopes, dangers and emotional anxieties”
For Western, then, significant role models, influential people and experiences are what shape

leaders and inform the type of leader that they become.

To take focus a little more at this point on the importance of the journey and the place of
biography in shaping leaders and their approaches to leading, Danzig (1999) considers
leadership as a tale of identity that is ‘illuminating’ and that begins with the biography and
personal history of the ‘leader’. He also suggests that important events — also understood in
their wider context — such as those experienced during a leaders’ childhood, help us to explain
the motivations, values and approaches of the leader.
This suggests that revealing leadership stories allows for leadership practice to be understood
and explained. From a personal development perspective, becoming a leader is partly about
learning to analyse life journey experiences and how these may impact on future courses of
action; in other words, reflexivity — the ability to reflect on one’s own life journey and how we
are shaped by our social and professional experiences - is an important aspect of the journey to
leadership (Denzig, 1999).
To summarise at this point, and drawing on Posner and Kouzes (1996: 3)
“Leadership is certainly not conveyed in a gene, and it’s most definitely not a secret
code that can’t be understand by ordinary folks. Our research has shown us that
leadership is an observable, learnable set of practices. Indeed, the belief that leadership

can’t be learned is a far more powerful deterrent to development than is the nature of
the leadership process itself” (Posner and Kouzes, 1996: 3)
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The researcher recognises that this is not the only way of thinking about leadership, for example
Grints’ 4Ps framework of understanding leadership that encompasses the person, results,
position and process could be used as this is another way of understanding leadership.

The following sections will discuss the question of leadership in education in more detail.
Particularly, the discussion draws on the literature detailing the important themes of values and
motivations, life and career journeys, leadership development, identity change, socialisation

and finally self-belief.

The Study of Leadership
There has been an ever-expanding amount of literature and studies produced surrounding
leadership, and in particular within the field of education. The increased interest has been
derived from the ever-changing education sector and the pressures now placed upon
educational establishments to be outstanding. According to Harris et al (2003), educational
leadership is always under scrutiny and consequently has attracted a great deal of interest and
debate. Bush and Middlewood (2013) agree that there is still considerable interest in leadership
development, they also argue that:
“the increasing range and complexity of leadership and management responsibilities in
schools and colleges means that it is no longer possible, if it ever was, for the principal
to be the sole leader” (p.10).
As Harris et al (2003) suggested; “leadership is currently in vogue” (p. 9), it draws attention
from many researchers. There have been numerous studies relating to leadership and the
journey of leadership by key authors such as Day and Bakioglu (1996), Gronn (1999), Pascal
and Ribbins (1998), Gunter et al (2008) and the more recently Mackenzie-Batterbury (2012).
A study undertaken by Rhodes (2013) exploring the transformation of educational leaders,
specifically looking at the complex journey practitioners take to become educational leaders.

Rhodes (2013) evidences the self-concept as well as identity change and transformation.
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This is to name but a few, however there is an extensive list when sourcing research or data
collected based around the field of educational research. Although it has been described as ‘in
vogue’, it has also been well documented by authors such as Rhodes et al (2008) that there is
a potential leadership ‘crisis’.
Educational reform has paralleled this trend with a renewed emphasis upon “improving
leadership capacity and capability in the drive towards higher standards” (Harris, et al 2003, p.
9).
As Gleeson (2010) suggests the FE sector over the years has suffered funding and budget cuts
and this has impacted significantly on leaders within FE colleges.

“The funding reality of 'more for less’ soon became a major cause of concern for

Principals and senior managers, many of whom had no experience of business or
corporate management”. (p.182)

Gleeson (2010) also states that:

“Endless exhortations by government to greater flexibility and smarter working practices
do not, however, cut much ice with Principals and senior managers, many of whom have
experienced the demoralizing effects of funding cuts and industrial action. As early
advocates and forerunners of incorporation have fallen victim to their own constructions
of managerialism, more participative or inclusive leadership responses have since
emerged. Though most 'new guard’ Principals and senior managers in this study spoke
of being heavily pressurized by funding, staffing and managerial constraints, they were
not consumed or overtaken by such pressures”. (p.191)

Edgington (2016) agrees that the:
“FE sector seems to repeatedly suffer as a potential target for cost cutting measures whilst
paradoxically forced into carrying the weight of responsiveness for the changing
economic workforce” (p.26)

The ‘mystery’ of leadership has posed a number of difficulties for scholars over the years,

mostly exploring the consequences of decisions made by leaders; this has led to sociological

theories and approaches intertwined with behavioural research in an attempt to address the

phenomenon of human leadership (Fenwick, 2006). Fenwick agrees with authors such as
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Gronn and Ribbins who make clear that understanding the context in which leadership is
exercised is of critical importance.

Gronn (1999) believes that “the field of leadership studies lacks a sound comparative point of
reference against which to map leaders’ biographical experiences and activities. It is one thing
to scrutinise leaders as individuals in isolation, but the field has remarkably few useful
benchmarks or parameters for examining the circumstances of leaders’ lives in relation to one
another, and also in respect of the cultures and societies from which they emerge”.

Brundrett and Terrell (2003) state that ‘it is widely accepted that educational leaders need
specific preparation if they are to be successful in leading schools and colleges’. Aspiring
headteachers based within schools can enrol on the National Professional Qualification for
Headship (NPQH); it is a programme that prepares headteachers who are within 12-18 months
of applying for their first post. Having undertaken research based around this field, it is evident
that an Aspiring Principals Programme exists for those seeking Principalship within FE. This
being said, after researching the programme the researcher found that firstly very little literature
exists and secondly it appears to be training and webinars rather than a specific qualification
or structured programme unlike the NPQH.

Those leaders who are seeking, or aspiring, to become Principals can often spend a few years
as Vice / Deputy Principals, hence preparation is in the form of working closely with a Principal
so they can get an experiential insight into the day to day duties of a Principal. Some Vice or
Deputy Principals never move up, often retiring. Some leaders do not seek to move up, never
wanting the responsibility of a Principal. As suggested by Gronn in his career model, some
leaders suffer ill health and take the decision to retire before moving upwards. There are
questions over why those in deputy and vice positions regarding the reasons why they do not

aspire for promotion to that of Principal. One question being, did they ever have the intention
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of doing so, have the vast changes within the sector coupled with the nature of both the
challenging and changing role put them oft?

The successful transition to leadership within education is becoming increasingly important to
the sector. The reported leadership crisis, as well as negative perceptions of leaders in particular
in education, makes these trying times for the sector. In particular, at present the FE sector is
seeing significant funding cuts and this impacts on leaders. It has always been the case in
schools that the head is fundamental in the success of the school (Browne, 2004).

Within the School sector, there are programmes to prepare potential heads to become
headteachers. As discussed previously, there is no such programme within the FE sector.
However, there is always the talk of ‘potential’, ‘rising stars’, but is this nurtured? Are potential
leaders within the FE sector spotted as potential leaders and then developed into leaders, do
these potential leaders feel like potential leaders?

Leaders come from a multitude of backgrounds, both socially and culturally. One size does not
fit all and each will have their own way of leading, often this is based on socialisation and past
experiences.

The journey to leadership can be a social and emotional journey, it has been suggested by
Moller (2005) that leaders have multiple identities and that the sense of belonging, and as self-
belief becomes more established, it has a role in precipitating challenges of identity
transformation.

Leadership is emotional work and some leaders are more comfortable than others with their
emotions, our emotions today may not necessarily be our emotions tomorrow.

Mullen et al (2014) states that “emotion lies at the heart of educational leadership — not on

some periphery. It is not a distant cousin of thought and action. Emotion is who you are” (p.74).
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Crawford (2009) urged educational leaders to “build a climate of genuine emotion where
acceptance and trust are the building blocks of teamwork, and others not only want to follow
them as leaders but feel able to become leaders themselves” (p.192-193).

A real reluctance exists, particularly in the FE sector, surrounding leadership positions. It is
more specifically the reluctance to lead in FE colleges and to take on the important role of
Principal. The Principal’s role is believed to be a difficult position to acquire and yet so many
potential leaders seem less willing to take on the job (Walker & Qian, 2006). This is echoed
by Fenwick and Pierce (2001), Rutherford (2005), Gleeson and Knights (2008), Page (2011)
who all believe that there is a reluctance or unwillingness to move up to the Principal role. The
shortage of potential Principals has sparked recent Whitehall concern about the reluctance on
the part of middle ranking professionals to apply for leadership positions and has generated
anxiety about where to recruit new leaders and why followers (middle managers) are less than
enthusiastic to make the step up to leadership (Collins, 2006; House of Commons, 2006). Faced
with such a formidable picture, it is not surprising that potential Principals are reluctant and
thoughtful before choosing to become a FE college Principal or not. In the current climate,
with the sector nationally described as the ‘Cinderella Service’ (Randle & Brady 1997), it is
clear that the decision to become a FE college Principal is one that needs very careful
consideration and also some clarity of the role is required in order for those reluctant potential
Principals to make an informed decision.

It is believed that this reluctance to lead or take on this role stems from not just those senior
managers, but from teachers/lecturers upwards, and in particular those deemed as first line
managers, for example curriculum leader or programme leaders. Page (2011) argues that this
reluctance is in actual fact ‘resistance’ and that it stems from the perception that the
professional integrity, values, as well as work-life balance, is questionable and festers this

resistance. This perception of leadership, and the risk to professional and lifestyle balance, is
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deemed not worth the trade (Gleeson & Shain, 1999). Page (2011) also suggests that some of
what he termed ‘First Line Managers’ see themselves primarily as teachers and prioritised

students and teaching and learning over the managerial elements of their work.

Leadership within the education sector, in particular in FE, has become highly complex, if only
because the context of their practice is uncertain and unstable. Not surprisingly, the ‘shelf-life’
of leaders can be relatively short. Gleeson and James (2007) state that one response is to adopt
a strategy of ‘growing your own’ as a mechanism for grooming and fast-tracking those from

the middle ground seen to possess leadership potential.

Vision, Values and Education Leadership Motivation

In studies exploring beginning Principals in Belgium and the USA, it was found that Principals
were motivated by the ‘opportunity to develop a career, having a chance to implement a
personal vision and to create opportunities for school improvement’ (Walker & Qian,
2006). When applying for a Principalship, aspirant Principals select establishments that they
believe match their vision and values. It is evident that their life and career experiences will
contribute to the shaping of their values as a Principal. It is also evident that Principals shape
the vision and culture of a college. Principals have a set of values, beliefs, morals and ideas of
how they want to lead, how they see themselves and more importantly how they want the
college to look and feel. There is a lot of research that suggests that it is these very underpinning
values that are first inspired or created from an early age and develop with the leader. These
values may change dependent on circumstances including upbringing, family or significant
people, career choices or paths and critical incidents or significant incidents throughout a

person’s life.
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Jameson (2010) argues that trust and credibility is also key and is built on values. Jameson also
suggests that honesty and integrity as well as high standards of moral conduct and emotional
intelligence are key values.

Values can be critical in a leader and it is these values that shape the type of leader a person
may become.

Values as described by Halstead (1996) as:

“...principals, fundamental convictions, ideals, standards or life stances which act as
general guides to behaviour or as points of reference in decision-making or the
evaluation of beliefs or action and which are closely connected to personal integrity and
personal identity” (Halstead, 1996:5).

It is when aspirant Principals are considering taking on the role of Principal that considerations
to the above are given. Given the nature of the FE sector and the challenging environment
within which it is set, coupled with being in the middle of a ‘crisis’ (Elliott, 2015) that has
impacted hugely upon the way FE colleges are now managed and led and with persistent trends,
the question remains ‘whether and how a college can be effectively led, changed or improved
within an unstable and many would argue ‘turbulent environment’ (Elliott, 2015).

These underpinning values, as viewed by Halstead, are critical to be able to ‘sustain vision’
(Halstead, 1996:148). Given the impact that the Principal will have on staff, students, local
community and local employers, it is critical that the vision and values are shared in order for
the Principal to be able to not only gain trust but to strive in this turbulent environment. This
is echoed by Bush (2011) who comments that ‘moral leadership is consistent with
organisational culture in that it is based on the values, beliefs, and attitudes of Principals and
other educational leaders, he also goes onto state that these values and beliefs coalesce into
shared norms and meanings that either shape or reinforce culture’. Withers (2000) states that it
is about the Principal being able to provide leadership in which the staff can have confidence.

This is believed to be key in order to instil into staff the capacity to deal with continuous
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change, as well as being able to provide senior managers with the autonomy to drive change
and be innovative and creative.

Walker and Qian (2006) also believe that it is the importance of the Principal clarifying and
articulating their values in their role as Principal.

It is believed by Gleeson and Knights (2008) that it is values and identity that is behind the
reluctance of middle managers to lead and take on the role of Principal. This is echoed by
Briggs (2005) who found in a study of middle managers that it is the conflict of these
professional values and trade-offs involved in balancing professional values and pedagogic
judgments of these targeted future leaders.

A career has to be seen to be offering something, something that recognises hard work and
rewards sacrifices made with respect to other aspects of life (e.g. family, leisure) and
professional work (e.g. pedagogic beliefs, political values). The role of Principal in an FE
college is highly demanding and can be a lonely role at times. For middle managers to consider
this role for themselves they will want to know the risks and insecurities of investing in one’s
self in a future that lacks any recognised sense of career (Gleeson & Knights, 2008, p.59) and
one that is deemed by Collinson (2003) that puts ‘the soul of the professional at stake’. In light
of what is known about the role and the impact of a Principal, it is important to explore
motivation for taking on the role.

Stajokovic and Luthans (2003) would argue that “self-efficacy is the pervading psychological
mechanism for positively motivating human resources” (p.126). They believe as Bandura
(1986) suggested that motivators are the core belief that one has the power to produce the
desired results. Bandura, among others, have advanced the concepts of ‘self-efficacy’.
Stajokovic and Luthans (2003) state that “this increasingly recognized psychological construct
deals specifically with the control of human action through people's beliefs in their capabilities

to affect the environment and produce desired outcomes by their actions” (p.127). Hence, they

42



believe that self-efficacy plays a pivotal role in the motivation for leadership. These two
authors also advocate ‘verbal persuasion’ as a means to strengthening self-efficacy. They
believe that this is sought from someone that they trust, and feel is competent.

Walker and Qian (2006) agreed, “although it is a personal or career related decision to become
a principal, the actualisation of the job depends on recognition by others within the school

community.

Research undertaken by Flintham (2010) found that core values held by leaders were people
centred. Flintham found that leaders were energised by:
“...challenge and by the drive to make a difference to both their schools and their

communities...a strong belief in the potential for success of such schools...and by the
excitement and unpredictability of the leadership role” (Flintham, 2010:6).

Parker (2002) also identified that leaders were highly motivated to make a difference to
people’s lives and eagerly sought challenges along their career journey. Vandenberghe (2003)
also found this in his study exploring beginning Principals in Belgium. He found that the
opportunity to develop a career, and a chance to implement a vision and to create opportunities
for school improvement, were the main reasons for becoming a Principal. Crow (1995) who,
in their study of becoming Principals, found that a number of participants were looking forward
to inspiring people to make changes, facilitating programs and giving people the opportunities
to be creative, echo this.

In the current economic climate of the FE sector, it is important for Principals to continue to
want to make a difference and to be resilient. One thing that the FE sector needs is resilient and
driven leaders in its colleges. Those that can facilitate change, be innovative and creative with
curriculum design, but most of all work with local communities and local industry to ensure

colleges are producing students who are prepared to progress and are employable. This means
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Principals will need to operate within the constraints of government funding agencies like the
SFA and ensure quality systems are in place, this is linked to OFSTED. The values of the
Principal are key, as these have been discussed, the Principal will often need to adjust values
and vision in order to meet sector needs as well as keep up with the ever-changing sector and
government policies. During this research there is limited available literature that is specific to
FE College Principals. Research is very much driven by schools or higher education
establishments with a sizeable gap surrounding FE. The literature that does exist around FE
seems to either explore leadership more broadly or focuses on the impact of incorporation and
the changing role of the Principal. Further research is needed post-incorporation and that of
more recent times. As Gunter (2005) suggests that, ‘there are reluctant field members who may

be reluctant to question, still less challenge the status quo’.

Bennis and Thomas (2002) found in their study of leaders that at the heart of what makes a
successful leader is often a pivotal or critical point or incident that shapes the leader. In their
research “geeks and geezers” they reported findings that of the many leaders that were
interviewed, most reported that their success as a leader stemmed from either being thrown
into the cauldron and grew by learning or a critical incident or significant time in their lives.
This was described as usually being during their childhood, a loss of a parent, social up-
bringing, political reform and even war. Of those leaders interviewed, there was a real sense
that mentors too had played a role in the development of the leader.

Leadership and motivation have been linked by many to socialisation, there is socialisation in
terms of schooling and upbringing which shape the person or leader they become and then
there is socialisation for example to a new role. As Crow (1995) describes, this may occur at
the exploration stage where the leader is exploring the idea of the new role as a possibility for

one’s self or it can be a leader adjusting to the new role. Greenfield (1983) found that
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socialisation to the Principalship typically emphasizes divestiture, that is, leaving teaching,
which may discourage the individual from retaining particular norms of teaching, for example,
a focus on classroom process and outcomes. This was also evident in a study undertaken by
Browne-ferrigno (2003) who described that those becoming Principals experienced role
identity transformation, some initially struggled with the concept of leaving the classroom or
their previous role behind, others in the study appreciated that this needed to occur in order to
adapt to the new role. Those who had some form of experience, whether through an internship
or through taking on some of those duties of a Principal (some with support from current
Principals), felt they were being prepared and felt better prepared and ready for the transition
to Principalship. Those who had little or no experience of undertaking some of the duties of a
Principal thought they needed more experience before they felt ready to transition to
Principalship. Again, self-belief is evident, and it can be seen that those who have support from
peers / mentors or opportunities for experience in the role before entering into it, felt more

prepared than those who had no experience and no support.

The Changing Role of the Principal in Recent Years

Leadership in FE has changed over the last twenty years, from being local authority managed
to one of institutional autonomy. This is a result of external pressures from the nationally
imposed funding methodology and the increase in audit and inspection. Becoming a FE college
Principal, according to Crow & Glascock (1995), is a transformative process with a predictable
career pattern for many individuals within the field of education who seek to gain greater
responsibility. Over the years, the role of FE college Principal has seen the shift from Principal
to Chief Executive Officer (CEO), putting a much more corporate focus to the role. Whittaker

(2014) states that colleges in particular are facing financial scrutiny in challenging times and
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especially as the financial climate gets tougher. Hence, educational leaders will need to make
some very difficult decisions in order to ensure that colleges are in good health financially. It
is apparent that the role of college Principal has developed over recent years and there is now
emphasis on finances, there appears to be more and more appointments of FE College
Principals from either a corporate background or one of finance. Reports suggest that filling
Principalship positions is becoming problematic because the pool of qualified candidates
willing to assume positions as school leaders is growing smaller. Being a Principal nowadays
means continually being confronted with different demands in a changing landscape that
includes expectations of a very different nature linked to different aspects of the daily operation
of a college and with conflicting demands. Faced with such a dilemma, it is not surprising that
potential Principals are thinking carefully as to whether they want to take on such a daunting
role (Gronn, 2003). Given the focus on Principals, it is important to ascertain how much has
changed in the type of job they were doing now.

The journey to Principal has done little to prepare Principals for the balancing act they are
asked to perform.

The role of Principal is one that is ever evolving and there does not seem to exist a clear
definition of the role of a FE college Principal. The FE sector has undergone some radical
changes over the years, the sector has seen and adapted to incorporation and more recently the
sector was under review and has undergone Area Reviews in light of the latest report by the
FE commissioner. For FE, incorporation led to new leadership and management models
(Smith, 2015). Principals pre-incorporation were seen as just figureheads; suddenly
incorporation meant Principals were now confronted with numerous and varied administrative
processes (cited in Smith, 2015). In the same study by Smith (2015), Principals reported that

they were not equipped to deal with the pressures of incorporation.

46



In the twenty-first century, Principals are now faced with the responsibility for restructuring,
leverage accountability, revolutionary technology, liaise with external funding agencies and
Local Enterprise groups and manage finances to ensure viability. At the very least, there is an
expectation that Principals hold absolute knowledge and expertise even though the sector is
currently reforming and changing the goal posts.

At the beginning of the journey, once a Principal is in post there seems to be this feeling of
loneliness (Draper & McMichael, 2000) and abandonment, in some cases Principals have to
deal with the history of the previous post holder (Withers, 1998 and Walker & Qian, 2006).
Principals are now held fully accountable, not only for college finances but to local
communities and local industry. This is in addition to agencies such as the Skills Funding
Agency (SFA) and OFSTED.

The role of a Principal in a FE college is described by the AOC, however this is not one that is
set out by law but includes the following duties; that the Principal will be the colleges
accounting officer and manage college finances, making proposals in relation to the college’s
educational character and mission, organising, directing and managing the college and dealing
with staff matters within an overall framework set by the Board. Withers (2000) also echoed
this in his follow up study of the evolution of the role of the Principal. He discovered that of
all those Principals interviewed, only one could say that they had direct input into curriculum,
the rest identified with the above with the focus or priority being finance driven. In the current
climate and post area reviews, especially within the West Midlands (which is where this
research is based), it is evident that the role of Principal has now very much become finance
and environment driven, with the change in government and the continuous funding cuts to the
sector. The Principals’ role in the first few years is deemed one of survival with the view taken
that the first year is the most crucial for beginning Principals. It is during this period that new

Principals are establishing the culture or at least adapting to the culture already embedded
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within the college. Beginning Principals at this stage of their journey are entering into the
organisational socialisation aspect of the role and learning the ‘norms and values of the
college’.

The first few years are about articulating their values and views as well as what is important to
the Principal (Walker and Quong, 2005), in some cases changing a culture or developing a new

vision can often be experienced.

Life History / Career Journeys in Education
Introduction
Despite having undertaken extensive research on leadership within the FE sector, literature on
the journey to leadership appears to be unavailable (Mercer et al, 2015). There have been
studies on the journey to leadership within school settings, academies (Mackenzie-Batterbury,
2012) as well as limited research on HE leaders (Inman, 2007) and middle managers within
FE. Whilst various studies have explored leadership in the FE sector (Briggs, 2001; 2007,
Gleeson and Knights, 2008; Lumby, 1997) the journey to Principal still appears to be under
researched.
Considering the leadership ‘crisis’ along with a reluctance to lead (Gleeson and Knights, 2008)
and coupled with the ever evolving and challenging sector an understanding of the journey to
FE College Principalship, is believed by the researcher to be of importance:
“Research into FE leadership development remains "relatively sparse and reflects a
limited theoretical base"” (Muijs et al., 2006:93).
This section of the literature review will focus on the relevance of career journeys experienced
by headteachers en-route to securing the headship post with the focus being in school settings.

The review will aim to acknowledge significant or influential stages or phases of career
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progression of school leaders as this is an area that is commonly researched and there is
extensive existing literature.

The importance of exploring in depth a leaders’ journey through life history according to Hatch
and Wisniewski (1995) offers exciting alternatives for connecting the lives and stories of
individuals to the understanding of human and social phenomena (p.113). Ouston (1997)
argues that to fully understand the nature of leadership is to not only explore the current context,
but to understand a leader’s own history by also locating them in the past (p.169).

This is echoed by Tomlinson et al (1999):

“The quality of the head often makes the difference between the success or failure of a
school” (p.xix).

Career Journeys in Education Leadership

The work of many authors, including that of Day and Bakioglu (1996), Ribbins (1997), (2003)
and Gronn (1999), has resulted in a vast amount of theory that can be utilised to account for
career journeys experienced by Principals, through the identification of stages or phases. Day
and Bakioglu (1996) describe them an account of experiences both before, and during
Principalship can be explored.

Day and Bakioglu (1996) conducted a study involving the interviewing of headteachers,
focussing on their perceptions of development, each of the headteachers were asked to tell their
‘story’. The research concluded that the headteachers experienced ‘different developmental
phases from taking up the post to their retirement’ (Day and Bakioglu, 1996, p.207). The
headteachers stories revealed that they went through four distinct phases known as ‘initiation’,
‘development’, ‘autonomy’ and ‘disenchantment’.

The ‘initiation’ phase, according to Day and Bakioglu (1996), involves three sub phases known

as ‘idealism, uncertainty, and adjustment’. These authors reported that two types of beginnings
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were experienced by the heads, those who were learning on the job and those who realised that
they were having to work within an already existing framework and had to adapt their ideas
and recognise changes could take time to have an impact or effect. Those heads who took up
post within a school that had a good reputation and good community links had a better start or
beginning than those who went into schools just before local managements were implemented,
and reported a more difficult start to their headship, often encountering problems. It is in this
phase that the heads are enthusiastic due to the ‘euphoria’ of getting a new job (Day and
Bakioglu, 1996, p.212).

The second phase, known as the ‘development’ phase, included consolidation and extension.
During this stage the research reported ‘that heads still seemed enthusiastic, enjoyed working
and wanted to continue’, although it was also reported that depending on a head’s individual
self-esteem, some had lost a little of the enthusiasm (Day and Bakioglu, 1996). This phase was
also perceived to be the most rewarding stage for the heads. Most of the headteachers agreed
that they were able to establish their own ‘flatter management structure’ and begin to build
their own team of senior managers. It is within this stage that heads reported that they were
more confident, and it was at this phase that heads described as being a ‘starting point for
effectiveness’ (Day and Bakioglu, 1996).

The third phase, known as ‘autonomy’, was described by Day and Bakioglu (1996) and
reported that heads felt more competent due to experience and identified themselves as experts.
However, during this phase Day and Bakioglu (1996) reported that the headteachers felt they
had ‘less energy, nostalgia for the past and increasing prudence and as a consequence, the
beginnings of ‘disenchantment’ were identified’.

It is at this phase of ‘disenchantment’ that heads had reportedly lost motivation, or their health

deteriorated as they neared retirement.
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The influential work of Gronn (1999) who created ‘a career model of leadership’ includes a
four-stage model of ‘Formation’, ‘Accession’, and ‘Incumbency’ and ‘Divestiture’ provides a
foundation for this research. Gronn identified three ‘macro contexts ‘that affect a leaders’
career; these are historical, cultural and societal. These three contexts are not controlled by the
individual and involve the time they are born, cultural experiences or values and the impact of
society at the time they are growing up. As Gronn (1999) described:
“A leader born into a particular civil society, therefore, is the product of a specific era
and is moulded according to the mix of cultural assumptions chosen by her or his primary
carers”. (p.27)
Within the parameters of history, society and culture microcosmic details of each leader’s life
can be explored (Gronn, 1999). Both Gronn (1999) and Gunter (2001) believe that the

backgrounds of teachers and leaders should be explored and not written out of the story telling.

Gronn (1999) discovered that educational leaders followed a pre-determined career pathway.
Figure one (p.52), taken from Gronn (1999:33), provides a diagram that represents Gronn’s

career model of leadership:
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Incumbency
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Figure One: Gronn’s career model of leadership (Gronn, 1999:33)
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Figure one clearly shows the three ‘macro contexts’ identified by Gronn by way of forming a
leaders’ career in terms of historical, cultural and societal (Gronn, 1999). These contexts
outline the era in which a leader is born, including the cultures that they experienced growing
up as well as societal influences or impacts during that time. In order to fully understand a
leaders’ experiences, decisions taken, and trajectories followed, these three macros need to be

fully explored (Gronn, 1999).

The first of Gronn’s four stages is known as ‘formation’ and involves the period from ‘infancy
to early adulthood’ (Gronn, 1999) and is shown in full in Figure Two (p.54) it is believed by
Gronn (1999) that it is at this stage that the:

“Scaffolding of a character structure — °‘the essential {moral, social and psycho-

physiological} properties of people who hold and want institutional responsibility’
(Kaplan, 1990a, p.419) — is erected”.
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Stage 1: Formation
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LEADERSHIP CHARACTER

Figure Two: Formation (Gronn, 1999:35).

The second of the stages is the ‘accession’ stage described by Gronn (1999) as a stage of
‘grooming’; this is where he believes that ‘candidates rehearse or test their potential to lead’
(p.34). It is during this time that Gronn (1999) believes that aspiring leaders seek the next step
and that aspirant leaders have self-belief and display competency. This can be seen

diagrammatically in Figure Three (p.53). This stage leads onto ‘incumbency’, the third stage
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in the model. It is by this stage that leaders have honed their public personas (Gronn, 1999).
This is the time that leaders are in post. The fourth and final stage is that of ‘divestiture’, the
research conducted by Gronn (1999) revealed that this is the stage where leaders felt lack of

fulfilment, suffered illness and experienced ageing.

It is at this stage that Pascale and Ribbins (1998) modified Gronn’s fourth stage from
‘divestiture’ to ‘moving on’. Ribbins (2003) explains that it is at this stage that leaders consider
leaving headship; this can be moving into a new occupation, or to retire. He goes on to state
that leaders make decisions based upon how they experienced the incumbency phase. It was at
this point that some leaders opted for reinvention or rejuvenation, those heads that still felt
motivated and ‘enchanted’ looked forward to moving on to different career paths. Those who

became ‘disenchanted’ looked forward to retirement or faced divestiture.

This Thesis will focus on the Gronn (1999) model and will explore in detail the first two phases
of ‘Formation’ and ‘Accession’. Both phases will be discussed in the findings and discussion

Chapter Five of this thesis.
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Figure Three: Accession (Gronn, 1999:37)
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Further studies undertaken by Mackenzie-Batterbury (2012) who explored the journey of 20
academy Principals, findings were similar to those recorded by Day and Bakioglu (1996)
Gronn (1998) and Ribbins (2003) that leaders, Principals and headteachers all go through
distinct life and career phases or stages. All recorded similar findings at each stage with
schooling, and family upbringing playing a part in the shaping of their character and significant
experiences and influential people being behind the drive and determination to succeed and run

a successful academy.

A summary of these stages and phases of leadership can be found in Figure Four (p.58).
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Stages | Phases | Gronn (1999) | Day and Bakioglu (1996) Ribbins (2003)
1 Formation Formation
2 Accession Accession
3 Incumbency Incumbency
1 Initiation Initiation
2 Development Development
3 Autonomy Autonomy
4 4 Divestiture Disenchantment Disenchantment /
Enchantment

Figure Four: A summary of the stages and phases of leadership.

Significant Influences on Career Journeys in Education Leadership

When exploring career journeys, it is important to explore significant influences on the journey.

This may encompass values, significant people or significant incidents that may have shaped

the journey or the person or probably, more importantly, the particular choices along the

journey to leadership. Crawford (2014) states that life history includes how personal

experiences shape our own understanding of leadership and how to lead and as researchers we

are seeking to understand the part these personal experiences play in an individual's’ everyday

lives.
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Family

According to Gottfried et al (2011), home environments have an impact upon motivation, this
starts from a young age where environments are stimulating and allow / encourage children to
learn. As well as intellectually stimulating at home, it is believed that this encouragement and
type of environments, where children are allowed to be curious and enabled to be intellectually
stimulated, that it is likely to encourage motivation to lead ‘because it is both conceptually and
empirically linked to academic intrinsic motivation. Parker (2002) conducted research of five
headteachers, in his study he explored the links between life histories and leadership styles, he
summarised in the findings that there were key factors that each of the headteachers had in
common. The first being, ‘a secure early childhood’, the second being ‘parental desire for them
to do well’ and lastly ‘the support, counsel and friendship of partners’.

This was also found in a similar study undertaken by Pascal and Ribbins (1998) who reported
in their findings that almost all of the 10 participants (who were primary school headteachers)
had come from “warm, hard-working and supportive families, characterized by a high regard
for the importance of education” (p.15). It was also identified that having strong role models,
as well as strong support structures in place, was a significant factor in the success of those

headteachers (Pascal and Ribbins, 1998).

There were also similar findings in a study undertaken by West-Burnham (2009) who
interviewed 18 headteachers. In the findings it was reported that role models had a significant
influence, and these role models included family and friends with parents and siblings cited as
having an influence by highly valuing education and providing advice.

Pace (1987) supports that leadership is not inherited, and is not genetic, but learned. He also
proclaims that much of what potential leaders bring to the eventual leadership role is learnt

from family exposure, this is echoed by Bass (1960) who also describes the significance of
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childhood and adolescent experiences. Bass (1960) in his studies concluded that future leaders

are likely to come from homes where they have been given the opportunity to problem solve:
“from homes where they have been stimulated and not left to their own devices; from
homes where they have been treated as a function of their level of maturity rather than
babied or pushed too rapidly; from organized harmonious homes emphasizing positive
incentives” (p.198)

Bennis (1989) firmly believes that leadership is a skill that can be taught and / or learnt by

anyone and everyone. He also infers that family environment in early childhood is the first

phase of leadership development with adolescent experiences and schooling being the second

phase. Bass (1960) ‘sees school experiences and school relationships as an increasing

significance in the process of leadership development’.

Hartman (1999) also argue that women leaders have drivers that spring from childhood, they

believe ‘it is these relationships within the immediate family that affect development at this

stage of life, in terms of feelings of success, competence and confidence’.

Madsen (2008) implies that not all women leaders in this generation may have a supportive

and enriching family environment and may have to master those leadership competencies in

different ways.

Schooling

Bass (1981) champions that research studies show that it is not academic performance or IQ
scores that are important in the development of future leaders, he implies that it is the leadership
experiences at school in terms of being able to practice or rehearse leadership. This may be
through extra-curricular activities such as leading a sports team or class rep etc. Gronn (1999)
identifies schooling in the formation phase to be of significant importance. He states that it is
significant influences within the school environment in terms of peers and friends that are

important to the process, and in particular during the leader formation stage as this is about the
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shaping of a leader. Gronn (1999) and Parker (2002) argue that both positive and negative
experiences at school are important on the development of leaders. This echoes the findings of
Bass (1981) in that it is the experiences as well as friends, peers and role models that are the
important factor in the development of a leader. It is at this stage that modelling is taking place,
role models such as teachers, parents and peers have an impact on young people's lives and
experiences whilst in education can be of significance. Bennis (2003) advocates this and says
it can be these experiences, or influential people, that motivate and inspire leaders. In his study
of ‘Geeks and Geezers’, Bennis (2003) describes these defining moments as ‘Crucibles’ that
he defines as the circumstances that cause an individual to be utterly transformed. In his study,
these included pivotal moments like the loss of a parent at a young age, and others noted
included fighting during the war. These are just a few documented in his study.

Bennis (2003) identified these crucibles as the event or relationship that ‘forged a leader’, one
leader at the age of 8 founded the environmental group Tree Musketeers. Another declared that
he designed and produced a magician show whilst at school and it was at this point he knew he
was different, and this event set him apart. This leader went on to be a leading video game
expert.

This is relatable to educational leadership where there has been similar emphasis placed on
schooling and early childhood experiences. In studies undertaken by Inman (2007), a study of
how leader academics lead within HE and Mackenzie-Batterbury (2012) who focused on
academy Principals, both found that similar if not identical experiences were being identified
as the same study undertaken by Bennis (2003). Respondents identified that formative
experiences, both in education and in other aspects of life, noting mainly parental influence
both positively and negatively having helped develop desire and motivation to be successful.
Some identified these early experiences during the formative years as the key driver to wanting

to become or been driven towards some form of leadership or management role, and it is this
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that helped shape them as leaders. Inman (2007) identified that significant people who shaped
them as leaders, or developed their desire to lead, were often teachers.

Based on literature it is evident that early childhood and educational experiences and
environments play a key role in the development or shaping of educational leaders from a range
of settings. This thesis hopes to include FE College Principals into the mix so that a good range
across education sectors is covered, and then it can be gleaned that this is an accurate picture
of educational leaders. This thesis also hopes to provide a sound basis that any future FE college
Principal or educational leader can base their decisions on when deciding whether or not to
take the plunge and become a leader in education. This will help with the ‘crisis’ within in

educational leadership.

Career

During the Accession Phase, Gronn (1999) identifies that educational leaders encounter
significant people or experiences that impact on leadership development. This is also echoed
by Inman (2007), Mackenzie-Batterbury (2012) and Francis (2015) who all reported instances
of significant events, influences or significant people having an impact.

‘Critical turning points’ Gronn (1999) and ‘defining moments’ Parker (2002) are described as
pivotal in motivating leaders during their careers. Parker (2002) concluded that for some
educational leaders it was inspirational role models (school headteachers) that inspired or
helped to drive their career forward, whether that was a positive experience or negative in that
it inspired leaders to want to be better than the previous post holder (Sieber, 2011). It is during
this time that ‘critical learning experiences’ (Parker, 2002) were often the defining moment or

critical turning point in the leader's career.
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Parker (2002) in his study of headteachers concluded that participants placed great value and
emphasis on early opportunities to lead and or early promotions.

Significant people were described as parents, with one educational leader stating that it was
her parents’ desire for her to work and not go to university that evolved the desire to go to
university and rebel against her parents. Another educational leader involved in the study
undertaken by Francis (2015) stated that it was a teacher telling them that they were not
university material that drove them to go to university. Most educational leaders interviewed
across the three studies mentioned above spoke fondly about positive parental / teacher
influences.

Walker and Qian (2006) discovered that those in a position at the start of their Principalship
had taken the role firstly for a ‘personal or career related decision’ and secondly based on
recognition by others within the school community. This relates to Gronn (1999) Formation
phase in the model of leadership. During this phase, core aspects of a leader's character is
identified, this includes peers and mentors that are supporting and helping in the development
of self-identity and self-belief. It is the recognition from peers, mentors and often senior leaders
that affirm one’s identity as a leader as well as an identified style and outlook (Gronn, 1999).
The ability to role rehearse or act out management duties also develops a leader's confidence
in their own self-belief. This is recognised by Gronn (1999) in his Accession phase, Gronn
(1999) identified that it is during this phase that leaders ‘test their potential to lead by direct
comparison with existing leaders and prospective rivals for advancement’. This forms part of
invaluable recognition from peers and it is firmly believed that it is a leader's opportunity to
demonstrate to talent spotters that one is worthy to be acknowledged and is ready, willing, and
able to lead. These two phases secure an aspirant leader’s self-belief that one is ready for the
role. This once again demonstrates that significant people during an aspirant leader’s career

plays a pivotal role, these significant people include peers, colleagues, existing leaders as well
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as critical friends. Browne-Ferrigno (2003) in their research reported that participants who had
received opportunities to role rehearse and try their hand at leadership positions found it
invaluable and were more confident in their journey to leadership after they had gained this

prior experience and the opportunity to assume leadership positions.

Mentors / Coaches

There are many definitions and / or forms of mentoring, some are described as coaches. The
importance of these key figure heads has already been proven in studies globally. It is important
to this piece of research as the researcher believes they may play a key role in supporting
Principals or those seeking Principalship. Both Inman (2007) and Mackenzie-Batterbury
(2012) recognised mentors in their studies. Gronn (1999) also places mentors alongside peers
and friends. The researcher is keen to find out if mentors such as teachers play any kind of role

in the leadership journey like other studies have found.

Mentoring is an important element in the preparation of Principals in many countries including
Singapore, The United States of America (USA) and the UK. In particular, in Singapore and
the USA, because it forms a significant part of the preparation and training for aspiring
Principals. In Singapore it is a compulsory part of the preparation to Principalship and plays a
pivotal role to ensure Principals are best prepared for the role, in Singapore it is believed to
have direct links to school effectiveness (Hallinger and Heck, 1999:179). In the UK it is a
voluntary programme that takes place during the first year as Principal (Bush and Jackson,

2002).

The role of a mentor in the UK has been defined by Smith (1993) as:
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“The role of mentor is to act as ‘wise counsellor’, guide, advisor to younger or newer
colleagues — thus investing in their future effectiveness” (p.2)

This is echoed by Bush et al (1996) who also concur that mentoring includes peer support,
counselling, socialisation and coaching. In a number of leadership studies, including the work
of Thomson et al (2001), Sandler (2002) and Frearson (2002), all discovered mentoring and
coaching to be evident as part of the process of leadership development. Frearson (2002) is of
particular interest as this author focused on the post compulsory sector which encompasses the

FE sector.

Browne-Ferrigno and Muth (2006) have suggested that mentoring helps aspirant Principals /
headteachers to build confidence as well as aid socialisation. They believe that the importance
of learning from other role models, learning from experienced headteachers and other senior

leaders not only develops confidence but also builds professional identity.

This is echoed by Rhodes and Fletcher (2013) who also suggest that:

“At this stage provision of opportunities for mastery and for socialisation to enable a
feeling of belonging via coaching and mentoring can potentially increase confidence and
self-efficacy, coping and perseverance in the journey to leadership” (p.54).
These two authors believe that it is at this stage that senior leadership positions are being sought
and therefore if exposed to experienced leaders or headteachers who can act as coaches or
mentors can nurture the desire and talent to move into headship/Principalship. As if to almost
role rehearse with the support or security of a safe environment which in turn develops self-
belief (Browne-Ferrigno, 2003 and Gronn, 1999).
Rhodes and Fletcher (2013) argue that schools that use coaches and mentors, who they believe

enhances self-efficacy, contribute to the transition to headship and could strengthen coping and

perseverance once in the early stages of headship. Whilst coaches and mentors seem to form
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an integral part of leadership development in schools, there is very little research exploring if
this firstly happens in the development stages of FE College Principals and secondly, do FE

College Principals have the same opportunities?

In research undertaken by Chow (2003) in Singapore and Daresh (2004) in the USA, both
argued that mentoring formed an integral part in the development of aspiring Principals. The
research findings also reported that the majority of those who had received some mentoring
went onto become headteachers (Bush and Middlewood, 2013). The researcher believes that
this is quite significant and believes that similar findings will be evident from those Principals
interviewed. The lack of formal mentoring in the UK, especially in FE colleges, means that
aspiring Principals may not get the development or encouragement they may need or seek.
Bearing in mind that in studies globally it has been recognised as being integral to the
development of Principals, coupled with the reluctance of managers to move into leadership
positions could create problems for leadership in FE. As mentioned previously in chapter one,
there is a global crisis in leadership and a continued reluctance of managers to step up that
could worsen the said crisis. If mentoring could be the difference for aspiring Principals and it
clearly is in other countries, could this mean that more managers would take the leap and
assume Principalships in the UK and in particular in FE colleges? At present, and with the
changing nature of FE including the ever-changing environment, this could be off putting for
future or aspirant Principals. Husband and Lloyd (2019) found middle managers are often very
reactive and not proactive, and often feel like ‘firefighters’. Many move into middle
management positions and tend to carry on where the previous incumbent left off and this
detracts from the ‘visionary’ or ‘creative leader’. They are often good teachers who have moved
into leadership positions, often with little or no training. Husband and Lloyd (2019) also
suggest that in ‘order for middle managers to be successful they need to be provided with

opportunities to continue their education and development as leaders’. If FE colleges invested
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in this and supported aspirant leaders with some form of mentoring, it is believed that this fear

of moving up as described by the two authors, might diminish.

It is believed by the researcher that if support could be given to middle managers and they
could be nurtured in terms of their leadership development and abilities, these leaders may be
less reluctant to move into Principalship positions. There is clearly a need for some form of
mentoring, not only at middle management level to support the move into Principalship (Chow
(2003 and Daresh, 2004) but during early Principalship to allow the continual development of

the leader.

Mentoring could support the self-belief of aspiring Principals. This is something that the
researcher believes will be evident in the findings of this study and will be discussed in more

detail in subsequent chapters.

Mentoring in the UK has been mainly school focused and in particular with a focus on those
who are seeking headship in schools, mentoring forms part of the professional development
programmes including NPHQ. In the more recent studies of Mackenzie-Batterbury (2012) who
reported that mentors were evident in the journey to academy Principalship, the findings
described that some of those academy Principals interviewed experienced a headteacher as
their role model and mentor. Interviewees also recognised that those experienced headteachers
provided them with valuable experience, often letting them undertake the duties of
headteachers, which in turn developed their confidence and skills. It is this valuable experience
that authors such as Gronn (1999), Bush and Middlewood, 2013) along with Rhodes and
Fletcher (2013) believe develop or build self-efficacy and perseverance in the headship role.
Could this be the answer, or at least part of a solution, for the well-documented leadership

‘crisis’ in education?
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There are two forms of socialisation for educators learning a new role, the first has been defined
by Crow (2001) as being ‘professional, this includes preparing to take on an occupational role
such as the role of principal’ (p.187) and the second form as defined by Crow (2001) to be
focusing on ‘organisational which is the context of the role’ (p.187), this includes adjustment

to the school or college.

Mentoring and coaching can be used as an approach to facilitate socialisation and self-belief.
MacBeath (2011) states that mentors and coaches are crucial aspects of support and challenge.
MacBeath’s research discovered that deputy heads found the exposure to others in similar
positions helped to build their own confidence as well as allowing for opportunities to network
and reflect on the complexities of leadership in a supportive environment. The research also
concluded that mentoring and coaching was a powerful tool in professional development and
provided a ‘safe space’ to discuss challenges. Macbeath (2011) goes on to state that school
leaders benefit, and need professional programmes, and where they have this level of support,
they are intellectually challenged and emotionally satisfied. MacBeath believes that the task of
‘leading a school becomes less daunting to the incumbent and more appealing to the career
deputy’ (p.119).

Searby and Armstrong (2016) states that Assistant Principals or deputies as they are known in
schools are often the ‘neglected’ managers who have relatively little attention or support. They
are rarely mentioned in leadership preparation curricula, even though they are at what these
authors declare as being at the epicentre of a school structure. According to Searby and
Armstrong (2016) it is during this stage that these Deputy Heads / Assistant Principals are first
socialised into administrative roles. It is believed that during this time that Deputy Heads /
Assistant Principals develop behaviours, values and attitudes that shape their career success
and future leadership practice. These authors also state that on the job training, rather than

Principal / headteacher preparation programmes, are the reason for this level to gain a
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promotion and that is based on the competency of the Deputy or Assistant Principal and their
leadership ability.

Searby et al (2016) found that Assistant Principals tended to ‘receive mentoring informally
rather than through structured programmes, with the primary mentor coming from their senior
Principals. Principals in this US study acknowledged their need for mentoring in this realm’
(p.164). This was also echoed by Daresh (2004) who states that:

“Having a mentor is the single most powerful thing an assistant principal can do to
enhance personal survival and effectiveness” (p.97).

Leadership mentoring is suggested by Browne-Ferrigno and Muth (2006) as best to enable
aspirant Principals to build confidence and aid socialisation. Fletcher and Rhodes (2013) echo
this but also suggest that it develops self-belief too.

Oleszewski et al (2012) also found that where Assistant Principals had been mentored, and in
particular mentored by a Principal, they were better prepared for the role of Principal.
Mentoring is considered to be an integral part of an aspirant Principal’s journey to leadership
as some of these authors have stated. Where Principals have received a mentor, whether it is
through a structured programme or informally by a Principal, it is clear that it helps the
progression to the next level of Principalship and is valued by those who have had the
experience of a mentor.

The researcher is interested to find out if any of the Principals interviewed in this study have

had any formal or informal training that includes any form of mentoring or coaching.
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Leadership Development
Leadership development is seen as key in developing effectiveness within education. Within
the school sector alone there is widely written research on leadership development and its
effectiveness, this is not the case within the FE sector, both research and development are less
widely developed (Mujis et al, 2006).
Leadership development as defined by Day (1999) as:

“expanding the collective capacity of organizational members to engage effectively in

leadership roles and processes” (p.68).
There are many forms of leadership development for aspiring Principals, there are formal
programmes such as the NPQH for those seeking headship in a school. For those seeking
Principalship in an FE college, there are programmes such as the Aspiring Principals which
has recently been rebranded to Senior Leadership & Management Development Programme.
The latter includes building resilience and confidence to lead transformational change and
empowering and engaging employees to name but a few of the key components of the
rebranded programme. This is delivered through the AOC.
The previous programme Aspiring Principals, run by the Learning and Skills Improvement
Service (LSIS), focused on the theory and practice of leadership and was largely assignment
based.
As Bush (2016) suggests, a Principal’s qualification and prior experience does not fully prepare
professionals for the demanding role of Principal. His research suggests that many schools fail

to provide any systematic training. In 2012 the coalition government dropped the NPQH.

Bush (2008) suggests that there is a need for ‘individualised learning’ approaches that include

‘facilitation’, ‘mentoring’ and ‘coaching’. There is a lot of literature that supports the notion of

using mentoring and coaching as a strategy in leadership development and leadership learning
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(Holmes, 2003; Simkins et al., 2006, Hanbury, 2009; Matthews et al., 2011; Crawford and
Earley, 2011). The NPQH programme reported the successful elements of the programme were

found to be ‘peer networks’, ‘placements’ and ‘coaching’ (Crawford and Earley, 2011, p.110).

Barber et al (2010) concur that preferential conditions for learning as being able to ‘learn from
role models. Matthews (2011) argues that it is preferential to have ‘opportunities to lead’. This
is also echoed by MacBeath (2007) who also claims that ‘opportunities to exercise leadership
enhance learning’ (p.253).

Bush (2008) focuses on strategies for leadership learning such as coaching, Heck (2003) and
Brundrett (2010) suggest socialisation theory is providing an increasingly convincing

underpinning for leadership preparation (p.155).

MacBeath (2007) argues that everyone is a learner, including students, Principals and teachers
etc. He believes that ‘the capacity for leadership arises out of powerful learning experiences’
(p-253). Bush (2008) argues that whilst leadership development is widely acknowledged, there
is no real evidence to suggest that there is a clear route for aspiring leaders. There are existing
optional programmes for leadership development, however none are compulsory.

Barber et al (2010) claims that there are a number of education systems that are ‘creating
opportunities for school leaders to learn from one and other’ (p.16) and that these opportunities
are ‘valued more highly’ (p.17).

Zhang and Brundrett (2010) advocate professional learning and leadership socialisation as

important sources in grounding knowledge.

71



Professional Development and Training

There is a lot of interest in and a strong emphasis on leadership preparation and development
within education leadership across the world. (Gunter, 2001and Davis et al, 2013). Over the
years there has been lots of research studies that have explored professional development and
training of leaders within education. The focus has been predominantly in schools across the
world. The research undertaken has illuminated some positive developments, as well as some
concerns over such programmes. As Davis et al (2013) suggests, his findings have described
these preparation programmes as failures, and this has bought into question the relevance of
these programmes. These authors state that some critics of such preparation programmes state

that they do not prepare Principals for the increasingly complex challenges and problems faced.

Socialisation
The term ‘socialisation’ can carry different meanings; Leithwood et al (1992) after Merton
(1963) defines the term ‘socialisation’ as follows:
“Socialisation incorporates processes by which an individual selectively acquires the
knowledge, skills and dispositions needed to perform effectively the role of school-
leader” (p.10)
This is echoed by Earley and Weindling (2004) who found Merton’s (1963) socialisation
theory approach to understanding leadership and headship development. In this view of
socialisation, they identify two phases. The first is professional socialisation, which refers to
the period leading up to taking on the role of headteachers and involves personal experiences
of schooling and teaching (Earley and Weindling, 2004). The second phase identified was
organisational socialism, which involves learning ‘the knowledge, values and behaviours to

perform a specific role after appointment’ (Earley and Weindling, 2004). Leithwood et al

(1992) conducted studies involving both aspiring and practicing Principals in Canada.
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Leithwood et al (1992) concluded from these studies that ‘most people thought they had
experienced a moderately helpful socialisation, he also concluded that most of the participants
recognised that they went through similar socialisation patterns’.
Similarly, Ribbins (2003) identified in the ‘formation’ stage that early socialisation influences
such as family and school shape the personality of future heads. This was also true in the study
undertaken by Mackenzie-Batterbury (2012) who concluded that:
“The formative experiences of family and schooling contribute significantly to the initial
formation of values and personal qualities. Within the journey, the experiences and

encounters occurring between the four strands contribute to the development and
crystallisation of these values and personal qualities”. (p.56)

A similar study by Earley and Weindling (1999), Harris et al (2003) and Crow (2007) of new
heads suggested ‘that socialisation is a staged process involving complex changes in the role
conceptualization and identity’.

Other authors including Earley and Weindling (2004), Browne-Ferrigno (2003) and Simkins,

et al, (2009) suggest that ‘full socialisation into the new role occurs after appointment. It is

during this period that personal and professional values, abilities and interpersonal skills seem
to be critically important’.

Gronn (1999) suggests that when researching about an individual leader’s life and career

journey, regard must be given to historical details as well as society and culture.

Gronn (1999) in his career model of leadership identifies socialisation in the ‘formation’ phase
“Formation means those preparatory socialization processes and experiences which
served to later position them in their previous incarnation as leadership aspirants in a
state of social and psychological readiness to assume responsibility and authority” (p.32)

It is at this stage that Gronn (1999) believes that either by intention or by influence cohorts of

leaders emerge. Armstrong (1973), who in his ascriptive model describes a form of

‘anticipatory socialization’ in which echoes this:

“The offspring of a socially exclusive stratum was selected and segregated at a young
age for later elite roles” (p.20)
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Gronn (1999) also describes how English public schools over the years have played a part in
shaping and developing leaders, where leaders were prepared for these elite roles, firstly
preparatory schooling, boarding school and then finally a degree from either Oxford or
Cambridge. It is clear from researching the many studies based on career journeys that
socialisation does play a part in shaping the leader and their career journeys. However, findings
from these key studies of Gronn (1999), Day and Bakioglu (1996) amongst others is that in the
cases of Headteachers and Principals, many were from a working-class background and would
not have had such privileged upbringings.

That said, the literature that exists and surrounds leaders within education clearly identifies
socialisation as a key part in the journey of educational leaders, regardless of social class, as
Gronn (1999) states family, culture and schooling as well as peers, friends and mentor can all
be influential.

Duke (1987) also believes that socialisation is important and states that:

“Becoming a school leader is an on-going process of socialisation” (p.261).

Parkay and Hall (1992) also hinted at the importance of socialisation in their studies of high
school Principals in the USA. These authors recognised that socialisation plays a part in the
Principals’ stages of development in the form of their ‘personal characteristics’.

In the later works of Ribbins (2003), who adapted the Day and Bakioglu (1996) phases and the
career stage model by Gronn (1999), to form a model of pathways for school leaders, within
this model the ‘formation’ stage remained and again is recognised for the early influences of
socialisation from those agencies such as family and schooling, similarly to that of Gronn
(1999).

Earley and Weindling (2007) describe in their career stages of headship that Stage 0, which is

preparation prior to headship is the stage where “career people develop a conception of
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headship during their professional socialisation” (p.74). In their study most headteachers
agreed that off the job training and development learnt from own experiences as well as
working with peers and good practitioners helped in the preparation to headship.

It is apparent that socialisation plays an integral part in not only the forming of the character
of the educational leaders as suggested by Gronn (1999), it is a key part within the development
of the leaders’ career journeys. Extensive studies have been undertaken within the fields of
compulsory education in that of schools and journeys to headship, and also more recently
within HE. It is apparent from the research that headteachers and Principals seem to follow a
traditional route of becoming a leader and many of those included in studies go onto HE and
gain degrees and then enter into a career of teaching before moving up and becoming a leader.
There are some however, that follow a non-traditional route and rather than obtaining a degree,
work outside of education and enter into the education sector at a later stage in their careers.
The researcher hypothesises, based on working within this sector, as well as speaking with
educational leaders, the researchers’ that this will be the case of most of the FE Principals
participating within this research project. The researcher additionally believes that self-belief
also forms an integral part within the journey to leadership as found in the studies by Gronn
(1999), Ribbins (2003), and those more recent studies by Inman (2011) and Mackenzie —
Batterbury (2012), and the recent work of Rhodes (2013) this will form the basis of the next

section.

Identity Change
The role of the FE college Principal has significantly changed since Incorporation. FE College

Principals inevitably tended to concentrate more on finance, with few FE College Principals
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managing to persuade their governors that education was still important (Withers, 1998).
Financial control was a dominant factor and preoccupation for the board of governors.
These Principals had new accountability and in turn felt there was an increase in isolation in
their role. Withers (1998)
“All those in post before incorporation took the view that their job was not the same as
the one to which they had been appointed. Most felt that the reality was that leadership
had now been replaced by ‘firefighting’. Little training seemed to have been available
for the new tasks and the only personal support came from their own peer group,
formalized at regional and national levels”. (p.51)
According to Withers (1998) FE College Principals, during this time of incorporation, were
either resilient or had succumbed to the new stresses and strains of the job and chose to leave
their institutions. Those that stayed in post found themselves isolated from staff, often feeling
the burden of not only their job being at stake should the college not run effectively but the
feeling of personal responsibility for the colleges’ survival. Those with the resilience to
continue in post often found themselves changing job titles to Principal & CEO.
Withers in (1998) conducted research that explored the experience of incorporation,
specifically focusing on FE College Principals and their impressions. During this study he
found that the attitude of each Principal owed much to his or her background, philosophy and

temperament. Similarly, Bandura (1994) also believes that self-efficacy is

"The belief in one’s capabilities to organize and execute the courses of action required to
manage prospective situations."

In other words, the Principal’s self-efficacy / belief in his or her ability to succeed in a particular
situation, which ultimately stems from their make-up, past experiences and / or their
upbringing. Bandura described these beliefs as determinants of how people think, behave, and
feel (1994).

Crow et al (2016) states that ‘Identity provides motivation for an individual to take on and
enact a role’.

Wenger (1998) argues that ‘One can design roles, but one cannot design the identities that will
be constructed through these roles’ (p. 229)
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Scribner and Crow (2012) found in their research of school leaders that:
“The concept of professional identity provides a valuable antidote to the overreliance on
technocratic orientations to school leaders’ work by help-ing us understand what
influences a leader’s behaviors and what drives a leader’s willingness and ability to take

on and enact creative and effective leadership in a high-stakes, dynamic knowledge
society” (p.245)

Wenger (1998) suggests that we can define identity by defining who we are, by where we have
been and where we are going. This is echoed by Scribner and Crow (2012) who state that a
Principal uses his past experiences (e.g., family background) as well as his future hopes
(educational reform) to construct and negotiate present identities. It is believed that these
professional identities can influence the way in which individuals enact a role (Burke and Stets,
2012). Research presented by Scribner and Crow (2012) found several professional identities
were employed by a school leader and that these changed throughout the course of his life and

carcer.

The changing nature of the role of an FE college Principal over many years has seen such
Principals developing their skills, and to some extent becoming removed from curriculum and
curriculum issues and focusing on finances, mergers, government priorities. With some FE
colleges, Principals involved in overseeing new builds or reductions to curriculum and even,
in some cases, whole campuses, as a result of cuts to funding. Withers (2000) stated that
Principals are just as likely to be spending a lot of time in meetings with architects and builders
as with curriculum people. Similarly, Principals noted in this same study that their roles now
include that of ‘estate agent’, ‘trouble-shooter’ and ‘front man’ for the college. The majority

of Principals stated that finance was something that occupied a lot of their time.

Withers (2000) described in his research how one of the Principals stated that you have to

‘reinvent’ yourself. A further Principal stated that there is a real reluctance within senior

77



managers / staff to take the leap to promotion, especially when it comes to Principalship. The
hours and the demands, coupled with isolation and the burden of ‘the buck stops with you’, are
considered the main factors that are causing this reluctance. This is echoed across leadership

in education as earlier stated when describing the leadership ‘crisis’.

The identity of FE College Principals has evolved resulting in identity change for those
involved. There are clearly an array of changes to identity, whether this is through the job title
and role itself, with the simplistic changes such as the move towards Principal & CEO title
moving on to those more drastic changes such as becoming business and finance driven to
ensure survival in the volatile sector that is FE.

There is no question that becoming an FE College Principal is a big step for those seeking this
prestigious position. It is a daunting thought for some, there are people working within FE
colleges that have considered or are considering making the move to Principal. There are those
that feel ready, and these may be people that have significant leadership experience or have
lots of years’ teaching experience. The journey to Principal generally involves gaining several
promotions through the management structure before gaining the role. This can take a number
of years for some and for others, those that are more confident and ambitious or those who are
championed by others, tend to move up the ladder quicker. There have been studies undertaken
within the school sector, with particular focus on the journey to become school headteachers.
The researcher discovered that there are preparation programmes which exist for those seeking
such positions and there has been for many years. Such programmes aim to prepare those
people identified by peers, headteachers or school leaders. Young, Petersen and Short (2002)
identify that the ‘pool of qualified candidates willing to assume positions as school leaders is
growing smaller’. There seems to be this real reluctance of people within education to assume

these positions. The preparation programmes are aiming to alleviate some of the fears
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construed by many and seeks to provide support for those seeking headships. Within the FE
sector, there is no real preparation courses or training as noted by Briggs (2007). Instead, those
newly appointed Principals often seek mentors usually more established Principals who have
tended to be successful.
Becoming a Principal is a transformative process; it can be a predictable career path for many
within the field of education who seek greater responsibility (Ortiz, 1982). Effective
preparation programmes are believed to be most effective when those in posts can apply newly
acquired knowledge to professional practice whilst continuing to develop and being monitored.
This tends to be by a mentor and in most cases, this is the current Principal. Browne-Ferrigno
(2003) states that a critical step in the professional growth process was that of those Principals
whose professional behaviours and mind set changed, professional growth happens when
Principals understand the roles and responsibilities of being a Principal. Those who have been
brave enough to step up to the role of Principal tend to do so when peers / colleagues look to
you as a leader. A participant in the research undertaken by Browne-Ferrigno (2003) stated that
“When people see you as a leader or ask for your guidance, you start to feel like an
administrator. I think the change in my perspective came as a result of the way other
people saw me” (p.489).
The reluctance for not moving onto become a Principal is believed to be that teachers face the
reality of complex pressures and observe how their Principals respond to the challenges. Not
all Principals — even the effective ones — have the needed dispositions and skills to serve as
role models for aspiring Principals (Crow and Matthews, 1998; Williamson and Hudson,
2001).
It is believed by authors that a leader’s identity changes with the differing roles undertaken,
the researcher has pointed out that the FE College Principalship position is one that has evolved
and changed over the years with Principals recalling the change from Principal to Principal &

CEO as being significant. Research found that Principals had to adapt to changes. For example,
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it was noted that colleges were becoming more business-like and therefore Principals had to
evolve with these new roles. Research also found that Principals felt that they had become more
isolated with some authors evidencing the lack of preparation for these new roles.

The researcher believes that findings in this research will echo those found in this literature
review and that whilst these FE College Principals may follow a different career path, the
researcher believes that identity change will most certainly be evident. What will be interesting

to find out is to what extent is identity change is mediated in the journey to leadership.

Self-Belief

Self-belief is believed to be firmly grounded under social cognitive theory as recognised by
Bandura (1991) who suggests that “human behavior is extensively motivated and regulated by
the ongoing exercise of self-influence” (p.248) and that this encompasses the self-efficacy
mechanism. He also suggests that this plays a fundamental role as it includes thought, action,
affect and motivation. Bandura (1991) also goes on to suggest that people form beliefs about
their own capabilities, what they can do as well as anticipate consequences, set goals for
themselves and plan courses of action that are likely to produce the desired outcomes.
Self-efficacy very much encompasses self-belief and as suggested by Bandura (1986), it is
these beliefs that influence the perceived causes of successes and failures. Bandura (1991)
states ‘that a person’s beliefs about their own capabilities to exercise control over their own
level of functioning and over events that affect their lives’ is pivotal and persuasive (p. 257).
He also goes on to suggest that:

“people’s beliefs in their efficacy influence the choices they make, their aspirations, how

much effort they mobilize in a given endeavor, how they persevere in the face of

difficulties and setbacks, whether their thought patterns are self-hindering or self-aiding,

the amount of stress they experience in coping with taxing environmental demands, and
their vulnerability to depression” (Bandura, 1991, p.257).
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According to Pajares and Schunk (2002) and Bandura (1986), ‘social comparisons with peers
are critical to the development of self-belief” and that highly efficacious people tend to have
better results or outputs than those with low levels of self-efficacy. People who do not believe
in one’s own capabilities to exercise control over their own actions undermine their own efforts
to cope with demanding situations. This is also echoed by Bandura and Locke (2003) who
describes that it can affect whether individuals think in ‘self-enhancing or self-debilitating
ways’.

According to Bandura (2012), people are not always in control of some elements that can
impact on the self-concept, and that environmental influences, emotional states, thought
processes and performance levels need to be considered. Bandura firmly believes that there are
four elements that make up a person’s self-belief, the first being through ‘mastery experiences’
which encompass one’s own perseverance and resilience. He believes that if a person only
experiences success then they become easily discouraged by failures. Bandura believes that
resilience is built by learning to manage failures so that a person can learn from those failures.
He goes on to state that the second element that plays an important role to one’s self-belief is
through ‘social modelling’. What is meant by this is that by surrounding one’s self with similar
people who succeed, one can build upon their own belief in one’s own capabilities and that
one’s own confidence and aspirations will be developed and increase. The third element
believed by Bandura to have an influence is ‘social persuasion’, it is believed that a person’s
resolve can increase the chance of success and it's believed to be derived from people being
persuaded to believe in themselves. It is this element where individuals are encouraged to
measure success by ‘self-improvement’ rather than triumphs over others’. The final element
concerns choice processes. This is quite an influential factor, as not only does this impact the
choices people make, this is actually fundamental to set the course of their life paths and what

they become.
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Now that it is clear that self-belief is evident as part of the self-efficacy process, it is important
to make the link to leadership. In a study of educational leaders in schools undertaken by
Petridou et al (2014) it was evident that self-efficacy was instrumental for leaders and
leadership development. He concluded that developing a leader's’ self-efficacy is an important
element in improving the quality of leaders within schools. This was echoed by Dimmock and
Hattie (1996) who state that self-efficacy is about having confidence that one can achieve goals
and produce outcomes. They concluded that those Principals with high levels of self-efficacy
are more likely to accommodate and cope with change. This is important for FE Principals as
the sector is undergoing, and has always been partial to, significant levels of change and
challenges, with the most recent of changes being the local area reviews as mentioned
previously. Authors such as Wood and Bandura (1989) also state that people in leadership roles
must have a robust sense of personal self-efficacy to be able to remain focused and persevere.
Dimmock and Hattie (1996) agree that self-efficacy is built up of a Principal's own beliefs in
their own capabilities, to exercise control over events that affect their own lives and others, and

it is these beliefs that they label as self-efficacy.

Research suggests that self-belief is evident within the career journey of educational leaders,
this is whether they are headteachers or Principals. Very little literature exists focusing on FE,
which is of particular interest to the researcher. Literature that exists that included that of self-
belief in the career journeys of educational leaders is geared around compulsory education and
HE. With a number of studies undertaken based around schools, evidence suggests that self-
belief is not apparent until, what Gronn (1999) suggests as, the ‘accession’ stage. This is the
stage where aspiring heads or Principals are alert to leadership opportunities and vacancies.

In a number of studies undertaken over recent years on the journey to leadership, including that

of headteachers and Principals across sectors including HE and compulsory education, the
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importance of self-belief has begun to emerge and be recognised by many authors to play an

integral apart in the successful journey to leadership, as Rhodes (2012) suggests:

“A small number of studies have begun to suggest that the management of self-belief
may be an important but neglected factor in the journey to leadership” (p.2)

Gronn (1999), in his studies of headteachers, hinted that this is the ‘accession’ stage in a career
model to leadership. Gronn (1999) noted that there were two types of self-belief, firstly a sense
of efficacy, involving confidence and competency. The second notion being that of self-esteem,
feeling worthy and valued. Day et al. (2006) noted that ‘self-belief influences personal efficacy
in teaching, and this is also true of wanting to move on to headship’. There has to be a level of
self-belief in order for those aspiring leaders to even contemplate applying for a headship or
Principalship. Draper and McMichael (1998) who describe “people who have a strategic
approach to their career with headship in their sights, feel that they are ready and are not put
off by the demands of the job”. This is echoed by Brundrett and Terrell (2003) who, when
describing the ‘accession’ stage of Gronn and Ribbins career models of leadership, hints at
self-belief. He describes how candidates look for advancement, seeking experience into a
leadership role, again the researcher believes this demonstrates an aspirational leader has some
self-belief, as without self-belief leaders would probably not seek advancement. As suggested
by Rhodes (2012), there has been some recent studies that suggest that increased self-
confidence and self-esteem may be beneficial in the facilitation of a journey to leadership.
Rhodes (2012) also intimates that although studies on self-belief exist, there is still much to be
explored, in particular the management of self-belief, as part of the journey to leadership
remains unexplored.

Cowie and Crawford (2009) conducted research exploring seven headteachers and their career
paths. These authors reported in their findings that all of those interviewed had taken very

different paths and at some point throughout their journey had self-belief, usually at a point in

83



their career where they were being encouraged to take on responsibilities. The heads also talked

about being ‘talent spotted’.

“These development opportunities appear to have broadened their outlook and helped
develop confidence and self-belief” (Cowie and Crawford, 2009, p.11)

It was also noted by Cowie and Crawford (2009) that those heads interviewed needed to feel
and believe they could take on a headship before embarking onto such a position, with some
of the heads stating that they would not have gone for promotions if they had not been
encouraged to do so by peers or those in more senior positions. This became a theme and Cowie
and Crawford (2009) noted that other heads had similar experiences with colleagues, family
and headteachers all encouraging them to progress onto headship. This clearly shows that
without self-belief having been instilled in the interviewees, they may not have progressed into
headship positions. This demonstrates that self-belief plays an integral part within the journey
to leadership. It is clear from these studies that talent recognition of these individuals was key,
and if they had not been recognised as potential senior leaders some may not have made the
move to headship. It is clear here that these colleagues, family members and headteachers, as
described by Cowie and Crawford, played a key role in not only the development of the leader
but supported to the point where the individual’s self-belief either improved or was cemented.
It is also clear that without access to such people, this may impact on one’s self-belief and more
crucially whether they actually move up or not. It is important here to state what talent
recognition is and why it is important to this study. Firstly, is talent recognition different from
talent identification? Research shows that they are one in the same and so can be described as
or defined as:

“Talent is a complex of aptitudes or intelligences, learned skill and knowledge, and

motivations attitudes-dispositions, that predispose an individual to successes in an
occupation, vocation, profession, art or business” (Gardner, 1992).
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Secondly, it is important that talent is recognised. There have been studies undertaken in
schools but there seems to be a gap in literature when it comes to FE, with Rhodes (2007)
reporting findings that ‘talent identification in schools is ill served’.

As McLoughlin (2018) suggests, the FE sector should be succession planning with 45% of
Principals reaching retirement age sooner rather than later. Table Six demonstrates the
proportion of Principals in this sample who are nearing retirement age. At the time of writing
this thesis, there are twelve Principals in their fifties with six already in their sixties. With this
in mind, as well as a reluctance to step up, talent identification is going to be important to the
sector, especially to aid the succession planning. Previous studies have touched on talent
recognition. Notably Inman (2007) recognised that it was important and linked to succession
planning, however the findings supported by other authors described this as being left to

chance.

The researcher is intrigued to see if this will be the same in FE. Notably leaders in FE tend to
follow very different paths to those of school headteachers, is talent recognised in FE, and if it
is, by who? The literature suggests that self-belief along with significant people are integral to

leadership development. This will be discussed further in the discussion section of chapter five.

Gronn (1999) indicated that in order to progress into a position of headship, heads needed to
have a sense of self-belief and self-efficacy. This was evident in Gronn’s (1999) ‘accession
stage’. There is also evidence in the ‘induction’ and ‘establishment’ stages as suggested by
Oplatka (2012) whereby Principals starts to feel confident and competent in their role. Oplatka
(2012) also suggests it is worth noting that Principals do not always follow a linear path and
some Principals included in research often move backwards and forwards through the various

stages.
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In the wide range of studies explored, and in particular that of Gronn (1999), they have
uncovered compelling evidence to suggest that self-belief is evident although not necessarily
before the position of headship or Principal occurs. However, it has been noted in some studies
that self-belief occurs when the aspiring heads or Principals begin to look for opportunities to
progress into these roles. Self-belief can be initiated by praise from peers, supportive family
members as well as prior achievements and accomplishments. Some of the heads interviewed
by Gronn (1999) mentioned supportive families or a colleague or boss that had pushed them to
go for promotions, without which they would not have sought promotions.

The researcher could argue that self-belief and self-efficacy are inextricably linked. Bandura
(2003) describes self-efficacy as ‘beliefs in one’s capabilities to organise and execute the
courses of actions to produce given attainments’. The research focuses on the gestation of self-
efficacy in future leaders, and this poses the question: what intrinsic qualities and extrinsic
experiences contribute to achieving self-efficacy? As Goddard (2004) suggests, self-efficacy
should not be confused with generalisations of self. Whereas other forms of self, such as self-
esteem and self-worth, are indiscriminate, self-efficacy is specific to a particular task. This is
not to say that self-efficacy, self-esteem and self-worth are disparate. Goddard argues that self-
efficacy for a given task could be low, however self-esteem is not affected as little or no self-
worth has been invested in doing the task to a certain level or standard. This is further
compounded by self-evaluation of ability. For example, a person could be highly skilled at a
task, and yet has a low level of self-efficacy for the task due to intrinsic high standards. Cleary
the antithesis of this example can also be considered. This links to Cowie and Crawford (2009),
who state that some leaders required no external motivation to progress into a leadership role,
suggesting a high degree of self-efficacy for a leadership role already exists. Others required

the input of family members including parents, partners and or managers. This raises another
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interesting question. Can the talents of genuinely capable, potential leaders be lost due to low
self-efficacy? Rhodes (2012) states:
“Persistent low self-efficacy may lead to avoidance or disengagement from a leadership

journey and in some cases unreasonably derail those who could lead well but whose
talent may be lost.” (p.444)

Therefore, another aspect of this research will focus on talent recognition and how extrinsic

influences can affect self-efficacy in a potential future leader.

Self-Belief and The Journey to Leadership

Self-belief encompasses self-esteem, self-confidence and self-efficacy. The term self-esteem
is often used to describe how an individual feels about themselves and has been defined by
Rosenberg (1965, 30) ‘as an individual’s positive or negative attitude towards the self’.

For leaders to take up a leadership position, it is believed that self-confidence and self-belief
need to be fostered throughout the journey. Self-belief can be influential in the journey to
leadership; this may need to be instilled into some potential leaders by family, mentors, and
existing leaders. Often leaders do not identify themselves as leaders and in some cases, others
propose the idea to them. Those more confident, and with higher levels of self-esteem, may
move through the journey to leadership more quickly than those whose confidence levels are
lower. The type of leaders within the FE sector have often worked in industry before embarking
upon a career within education, there are also those leaders who enter education as
teachers/lecturers and then slowly progress up the ladder. Once middle management levels are
reached, some are reluctant to take the next steps to Principalship. This can be through fear of

failure under current climate pressures and the changing nature of the environment. College
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Principals needs to be able to adapt to the changing environment as well as changes to political
policies.

The journey to leadership can be a social and emotional journey, it has been suggested by
Moller (2003) that leaders have multiple identities and that the sense of belonging and as self-
belief becomes more established it has a role in precipitating challenges of identity
transformation.

A person’s professional identity is based on personal perceptions of self-efficacy in relation to
their working context (Busher, 2005). The professional identity of those working in FE colleges
is therefore within a complex and changing professional context. Professional identities
encompass professional values (what I profess), professional location, (the profession to which
I belong) and professional role (my role within the institution). Professional values and
professional location include the perception of self-image. (Busher, 2005).

The FE sector is an ever-changing environment, one that faces ongoing challenges dating back
to incorporation, which took place in 1992. Incorporation essentially was the decentralising of
government control over to FE colleges. Since incorporation, FE colleges needed to apply
business practices to the provision of education, which of course impacted on the role of FE
College Principals as well as other management roles across FE colleges. It meant that FE
colleges became more corporate in nature and more emphasis was put on income generation
and college effectiveness and efficiency, a move that Randle and Brady (1997) suggest ‘clashed
with the value system of academic staff” whose professionalism focused on student learning
and academic standards.

Gleeson & Shain (1999) suggest that this meant that FE College Principals’ professional
identities were ‘increasingly under threat or at least in tension with the need to apply business

practices to the provision of education’.
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Summarising the Learning

It would seem from the literature that education leaders go through distinct life stages and that
significant people (family, colleagues, and managers) as well as self-belief play apart in the
leadership journey. This is clear for academy Principals as well as within HE.

The literature suggests that there are identifiable stages that leaders go through and a number
of influences within these ‘stages’ or ‘phases’ that appear to be crucial, these being significant
people, self-belief as well as socialisation. The result of which has provided conceptual
frameworks to underpin the basis on which leaders have learnt to lead.

Literature appears to conclude that the life history approach is a valid method when exploring
how leaders learn to lead. The crucial aspect though which is evident within the literature
reviewed is the notion of ‘self-belief’, without which the author believes the identified
leadership crisis as discussed by authors Shaw (2006) and Rhodes et al (2008) could become
considerably worse for the education sector. Authors also recognise the impacts of socialisation
within a leaders’ journey, both Gronn (1999) and Ribbins (2003) provide evidence of this
within their research of leaders.

The FE sector is, in some ways, very similar to that of HE and the compulsory education sector,
similar in terms of leaders can experience very similar journeys. As studies have suggested,
leaders across the compulsory and HE sectors experience different stages or phases as
suggested by Gronn (1999), however in many ways it is different. There are different factors
affecting the FE sector now, such as funding changes as well as the move towards incorporating
HE provision within an FE environment. As the literature finds and surmises, leaders within
FE seem to enter teaching either at later stages within their working life or after changing career

paths.
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The research will seek to define a clear pathway demonstrating the life histories of FE leaders,
in the hope to identify significant stages or phases that leaders experience. From this, it will
derive or form a clear picture for those future leaders within FE allowing them to see first-hand
the stages or phases they will experience and to encourage those future leaders to take the next

step within their leadership journey with confidence.

The review of literature clearly identifies the extent that Gronn (1999) and Ribbins (2003)
model of leadership applies to the journey to leadership of FE Principals. It is apparent and
described in detail the stages and phases that these educational leaders go through on their
journey. The literature has provided an insight into the lives and careers of educational leaders
in a variety of educational contexts and settings. Across academies, schools and HE
institutions, a range of educational leaders have described the influence of school, family and
career in their journey to leadership. Literature suggests that both the accession phase and the
formation phase are clearly identified and evident in the journey to leadership. It is believed
that this thesis will also find that these two phases will not only be evident in the journey to
leadership of FE Principals but similar findings of significant people / incidents, family, career
as well as peers and mentors will also prove critical in the journey to leadership just as was
described within schools, academies and HE institutions.

The literature also suggests that self-belief is influential in the journey to leadership, thus
supporting research question four. Additionally, literature implies that socialisation is
influential in the journey to leadership and this is firmly based around not only early childhood
experiences, but also socialisation in terms of growing into the role of a leader. Socialisation
for some leaders changed as they adapted to their new roles as leaders. This was clearly
identified in school leaders, academy leaders and HE leaders. Again, the researcher holds a

firm belief that this thesis will also present similarities in FE Principals.
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Towards a ‘New’ Conceptual Framework

This review of literature has provided a solid theoretical basis with clear evidence that the
Career Pathways model created by Gronn (1999) and Ribbins (2003) models of leadership
provide a concrete base of which to start to research the journey of leadership for FE Principals.
The first two phases of the Gronn (1999) model, formation and accession being the most
significant, and which have provided the underpinning theoretical framework from which this
research has been developed.

The researcher wishes to pursue those aspects of the educational leader experiences through
the journey to leadership, including how self-belief is developed, influences or significant
people, the role of family, career and school. The literature review has confirmed that these are
important aspects, and this is currently under researched in the FE setting. Equally the
researcher wishes to pursue how leaders became leaders, how identity change is mediated, and
what part does socialisation play in this journey.

As previously mentioned, there is little to no research produced on FE educational leaders
hence the interest by the researcher to explore if FE educational leaders experience similar lives
and careers.

In the following chapter the approach to the research is explained in detail including the

methods chosen.
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CHAPTER FOUR: RESEARCH APPROACH AND METHODS

Introduction

This chapter will seek to justify the chosen research design and methodology. A clarification
of the philosophical approach will be placed within an ontological and epistemological context
in order to provide the reader with the conceptualisation of the research strategy. This chapter
will include the wider frameworks, the research strategy, data analysis and finally crucial
sections on validity and reliability.

A motivation for embarking on this research project is firstly due to a gap within the literature
focusing on the journey to leadership of college Principals in relation to the life phases or stages
that are experienced by these leaders. There is a breadth of research undertaken within the field
of education and in particular compulsory education and now more than ever within HE. There
is in-depth research that exists focusing on career pathways/journeys of school leaders
including Gronn (1999) and Ribbins (2003) as well as a recent research project being

undertaken on the journey to becoming an academy Principal (Mackenzie-Batterbury, 2012).

Research Focus

The questions underpinning this research are:

1. To what extent does the Gronn (1999) model help us to understand the journey to

leadership of FE College Principals?
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2. To what extent does “socialisation” influence the journey to leadership?
3. How is identity change mediated in the journey to leadership of FE Principals?
4. To what extent does “self-belief” influence the journey to leadership of FE College

Principals?

This research project focuses on FE colleges based within the UK, in particular the West
Midlands, and the study focuses on the life and career journeys of FE college Principals. The
motivations for this research were derived from a number of curiosities, firstly the researcher’s
own interest in the journey to leadership and in particular FE college leaders and Principals,
and secondly the researcher not only noted but also observed the gap in the literature for such
FE research. The main concern within FE which has been documented and described by
authors such as Rhodes et al (2008) is the potential for a leadership crisis within the UK and
internationally. In the UK, dwindling numbers have been reported in the educational press
(Ward, 2004 and Shaw, 2006). There has been increasing evidence to suggest that bureaucracy
and high workloads have discouraged potential leaders from taking up posts, especially
headships (Draper and McMichael, 2003; Hayes, 2005; Bedford, 2006; Hargreaves and Fink,

2006; Fink and Brayman, 2006).

The researcher was keen to explore this potential crisis and by doing so delve into the lives and
careers of these leaders to seek to gain an insight or an understanding of stages within their
career. There have been vast amounts of research undertaken within similar fields such as the
work of Day and Bakioglu (1996) and Gronn (1993 & 1997) and Ribbins (2003) who explored
the careers of educational leaders focusing on school head teachers, more recently authors such
as Inman (2007) who explored leader academics in HE and Mackenzie-Batterbury (2012) who

conducted a study of academy Principals. From this, the researcher was keen to undertake a
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similar study that focused on FE college Principals; this is significant for the researcher who
due to a personal desire is considering the possibility of working up to a Principalship within

the FE sector.

The research is underpinned by the influential work of Peter Gronn who created a career
pathway model for secondary school leaders (Gronn, 1999). The researcher seeks to pursue the
career journeys of FE college Principals, exploring experiences throughout both their personal
and professional lives; the research intends to unearth what influences, if any, have
underpinned their own choices and chosen career path. The findings and conclusions of the
research will be linked and compared to the works of Gronn and the stages model. The
researcher hopes to provide insight into whether the Gronn model can help guide or broaden
expectations of potential or newly appointed Principals within the FE sector, the model will
provide an insight into the stages that can occur and seek to reassure potential candidates.

The research may also inform any preparation to leadership or Principalship courses or

programmes.

Research Approach

This section will set out the theoretical framework for this particular research. As Mackenzie
& Knipe (2006) suggests, it is imperative to clarify the theoretical framework as:

“Without nominating a paradigm as a first step, there is no basis for subsequent choices
regarding methodology, methods, literature or research design” (p.11)

This research sits firmly within the Humanistic Domain, which is taken from the model created
by Gunter and Ribbins (2003) known as the five ‘knowledge domains’. These are conceptual,

critical, humanistic, evaluative and instrumental; this sets out the core philosophy of the
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researcher and helps to set the scene of the position of the researcher within the research. The
Humanistic Domain:

“Seeks to gather and theorise from the experiences and biographies of those who are
leaders and managers and those who are managed and led” (Gunter and Ribbins 2003,
p.262).

The researcher seeks to explore and gain personal accounts and experiences of the
interviewees; as such the most suitable method for collecting data is through conducting
interviews. The researcher was inspired by loosely structured narrative interviews that last
longer the ‘standard’ semi-structured interview and enable the interviewee to tell their personal
story in a great deal if depth. The researcher decided to use the semi-structured interview
method but with the flexibility of unstructured interview. This allows the researcher to gain in-
depth accounts of experiences and biographies. Thompson (2016) describes unstructured
interviews as ‘a guided conversation, giving the interviewer the freedom to vary questions from
respondent to resp